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This study sought to establish a rationale for culture-based 
curricula and cultural context teaching in school programs for Mexican 
American and other national origin minority children. Additional 
objectives were the development of (1) a set of educational goals for 
this type of schooling and, (2) a conceptualization of culture stated 
in terms which facilitate application of this concept in curriculum 
planning and design. 
The study reviewed a corpus of anthropological and sociological 
literature and research to ascertain the traditional understandings 
and applications of culture in the study of groups which are non¬ 
contiguous to White Anglo-^axon Protestant groups in the U. S. It was 
concluded through this analysis that the undergirding philosophies of 
social science have lead to misinterpretations and erroneous conclusions 
regarding the nature and effects of culture, enculturation, socializa¬ 
tion and acculturation in the school performance of the Chicano child. 
In addition to the new traditional deficit or social pathology 
model of cultural differences underlying remedial/compensatory education, 
it was found that several alternative conceptualizations of the same 
phenomena lead to alternative approaches to the design of school inter¬ 
vention strategies for the culturally atypical learner. 
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Among the alternatives found were the (1) benign cultural differ¬ 
ences model, (2) the models which emphasize socio-economic factors 
above those which are strictly cultural, and several versions of a 
(3) biculturation model also described as non-linear, alternation and 
niatrix models. Although these were found to be a definite improvement 
over the more negativistic linear acculturation model, it was concluded 
that none did an adequate job of explaining the relationship of psychic 
variables on the one hand and socio-cultural variables on the other. 
This was attributed to an inattention to the role that cultural or 
ethnic group allegiance plays in development when the enculturation 
and socialization processes are seen from a developmental perspective. 
The study concurs that "development cannot take place independently 
of a continuous figure-ground relationship between individual and group 
ways of behaving," and that the child's ethnic identity system is a 
key element in this regard. It was concluded that culture-based 
curricula play the double role of assisting the culturally atypical 
child in resisting the adverse effects of ethno-imperialistic school¬ 
ing while at the same time assisting the majority child and the 
society in reversing or ameliorating the effects of monocultural 
curricula which has implicit elements of racism and/or prejudice 
built into it. 
In summary, it was found that two strong hypotheses emerge which 
support the notion of culture-based curricula for minority children. 
. That a minority child is psychologically strenghtened 
when he/she is allowed to be enculturated and social 
ized and acquire a strong ethnocentric foundation in 
one culture, i.e., without the simultaneous pressures 
of acculturation. 
VI 
. That early school experiences which offer socio-cul- 
tural continuity to pre-school development assist in 
this process of ego-building. 
The study thus supports the position that culture and personality 
are intrinsically united and that attendant manifestations of healthy 
self-concept, motivation and positive conative behavior are grounded on 
childhood experiences which are basically ethnocentric. A model of 
culture was assembled which allows for the recognition of distinct 
cultural values and practices in the child's environment and facilitates 
their inclusion into the schools' curricula. The model was constructed 
so as to focus specifically on educational applications and consisted 
of six major categories; "formal culture," "deep culture," situational 
culture, language and communications, humanistic values, and miscella¬ 
neous historical and heritage areas. 
It is anticipated that these will further assist in making oper¬ 
ational the approach which was suggested by guiding program design and 
instruction towards clearly delineated and well founded ends. 
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CHAPTER I 
Demographic Orientation and Background 
During the past decade this nation's poverty warriors, educators, 
politicians, and other social agents have become aware — sometimes 
pointedly -- of the existence of the large number of Spanish speakers 
in the U.S. Even now, however, many of those who have heard of 
"Spanish-surnamed Americans" assume that they are concentrated in 
ethnic enclaves in California, New York City, or Texas. Concomitantly, 
and in the case of Mexican Americans in particular, they assume that 
most are illiterate farmworkers who live for the most part in rural 
areas of the country's agricultural regions. The Puerto Rican stereo¬ 
type has likewise nearly always been associated either with its native 
island or with tenement New York City ghettos. 
The truth, of course, is that Spanish-speaking populations are 
now found in every state of the union and that their life styles are 
surprisingly diverse. According to official U.S. Census figures (U.S. 
Dept, of Com., 1974), Spanish speakers number some 10.6 million, 
roughly divided among 6.3 million Chicanos, or Mexican Americans; 1.5 
million Boricuas, or Puerto Ricans; .73 million Cubans and 2 million 
from other Spanish speaking countries. Knowledgeable observers 
however, place the total at well over 12 million claiming that the 
canvassing procedures of the Census Bureau are ill-designed for conduct¬ 
ing an accurate count of this variegated group. 
A good example of the expanding Spanish-speaking population's 
growth and distribution is the American Midwest. Long a bastion of the 
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WASP Middle American, it is now "home" for approximately half a million 
Spanish-speakers. A recent study commissioned by the federal govern¬ 
ment (Andersson and Boyer, 1970), revealed extensive Spanish-surnamed 
concentrations in all of the large urban areas of the Midwest. 
Figure 1 
Estimated Spanish-Speaking Concentrations 
in Mid-Western Metropolitan Areas 
(Andersson and Boyer , 1970) 
Total Spanish Mexican Puerto 
Area Speaking American Rican Cuban Other 
Chicago 230,000 140,000 80,000 60,000 40,000 
Cleve land 13,600 5,000 8,000 600 
Detroit 34,200 23,000 10,000 800 400 
Gary-Hammond 
East Chicago 22,000 28,000 4,000 
Lansing 10,000 7,000 2,000 500 600 
Lorain-Elyria . 8,000 2,000 500 500 
Milwaukee 15,300 10,000 4,000 600 700 
Toledo 5,000 4,000 500 500 
Youngstown 5,000 800 3,600 600 
Cineinnati 5,000 2,900 800 300 1,000 
Saginaw 4,000 3,700 300 
(Davenport 
Rock Island 
Moline) 4,000 3,500 200 300 
(Blank spaces indicate data not available 
.) 
Based on the poor comparability of the sources used, it is likely 
that these figures are merely estimates and probably poor indicators of 
demographic developments in the years since the data was collected. 
But their significance to educational, political and social planners 
does not lie simply in the totals, noteworthy as they are. Of greater 
importance is their indication of heterogeneity and dispersal, key 
factors that shape the increasingly complex demands for institutional 
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change and adjustment which are being heard throughout the nation. It 
is not unrealistic to suggest that the above groups probably have 
problems and priorities which differ markedly from those of the 
estimated 70,000 Chicanos in Washington, the 65,000 puertorriquefios 
in Massachusetts or the 70,000 cubanos in Louisiana. (U.S. Dept. Com., 
1970) 
hike most Americans, Chicanos and Boricuas,^ the two most numerous 
Spanish-speaking groups in the nation, now reside predominantly in 
urban areas. Ease of mobility and diversified life styles have led 
to changing patterns of migration and immigration. Their slowly 
increasing education levels and visibility in the society have contri¬ 
buted to bring about introspective study by members of the groups 
themselves along with research by students, private groups and govern¬ 
ment agencies. One clear result has been that as the myth of regional¬ 
ism is revealed, the heterogeneity of the nation's second largest mi¬ 
nority also comes into clear focus. 
Concentrations, distribution and national origin admittedly are 
important factors contributing to heterogeneity. But socio-economic 
levels, employment patterns, mobility (or stability), and educational 
levels also contribute in important ways to the perceptions which these 
groups have of themselves and the institutions, personalities, and 
relational systems which touch their lives. Their responsiveness. 
^See definition of terms, p. 10. 
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tolerance or challenges to their life-environments are additionally 
influenced by such factors as whether they are urban or rural--and how 
many generations they have been so--as well as by their exposure to 
and interaction with other common interest groups. 
Although the educational problems of the Spanish-speakers have 
been well known to them for some time, it is only recently that the 
education community itself has begun to become aware of its responsi- 
this area. Thus far, educators have been reluctant to 
admit to the dismal failure of a system which has sought not only to 
educate, but which also appears to be bent on acculturating and assim- 
i la ting the Spanish-speaking child into a language and life style 
different from his own. 
A number of reliable studies have pointed up the magnitude of the 
problem. Among the most revealing of these was the 1960 U.S. Census 
when, for the first time, the federal government factored out meaning¬ 
ful data on the Spanish-speaking and published an historic report on 
the subject. (U.S. Dept, of Com., 1963) 
In 1967, The National Advisory Committee on Mexican American Educa¬ 
tion was created to advise the U.S. Commissioner of Education on matters 
pertaining to the education of Mexican American children. In its first 
report (Nat. Adv. Com., 1968), that committee alleged that; 
. "The average Mexican American child in the Southwest 
drops out of school by the seventh year. In Texas 
89 percent of the children with Spanish-surnames 
drop out before completing high school I 
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• Along the Texas-Mexico border, four out of five 
Mexican American children fall two grades behind their 
Anglo classmates by the time they reach the fifth grade. 
• A recent study in California showed that in some schools 
more than 50 percent of Mexican American high school 
students drop out between grades 10 and 11; one Texas 
school reported a 40 percent dropout rate for the 
same grades. 
. Mexican Americans account for more than 40 percent of 
the so-called "mentally handicapped" in California. 
• Although Spanish-surnamed students make up more than 
14 percent of the public school population of Califor¬ 
nia, less than one half of one percent of the college 
students enrolled in the seven campuses of the Univer¬ 
sity of California are of this group." 
Agencies of government have been sluggish in their reaction to 
these inequities. It wasn't until 1967, for example, that the matter 
of language incompatibility became widely enough known to warrant a 
hearing before a federal legislative body. (U.S. Cong., Sen., 1967) 
A special hearing on the particular problems of Puerto Rican children 
on the mainland was not held by a U.S. Senate Committee until late 1970. 
(U.S. Cong., Sen., 1970a) The latest and most comprehensive documenta¬ 
tion made by an agency of the federal government was a series of reports 
which took over five years to complete. (U.S. Com. on Civ. Rights, 
1971, 1971, 1972, 1972, 1973, 1974) 
The response of American education to this saddening state of 
affairs was not only slow in coming, it was also ineffective. It took 
the form of "compensatory/remedial education" which, it is now commonly 
agreed, has been an incredible financial boondoggle and a phenomenal 
failure in meeting the needs of minority students. 
Geneva Gay, m a paper entitled "Exploring Concepts of Multi 
Ethnicity". (Unlv. of Mich., 1972) summarized the rise and tall o 
these programs as follows: 
The major premise of compensatory education was that 
mrnorrty students mere unable to succeed acaZlcaUy 
to the°°^ >>ecause of certain deficiencies, traceable 
their environmental experiences previous to enterlnv 
school Among these deficiencies were retarded lan- 
guage development, lack of motivation and Initiative 
an^Jh conceptual skills, limited vocabularies 
?uer o^JcaL (Chlcanos and 
or“Lrier" ^ language problem 
ler caused m many instances by their parents' 
telch it^trth^ English and then 
teach It to their children). White children were 
(assumed to be) well grounded in school "know how" and 
success for them was imminent. There was no reason 
then, to worry about altering their educational pro¬ 
grams in any way. Rather, it was the "disadvantaged", 
culturally deprived", minority youth who needed en¬ 
riching compensational experiences so that they would 
not hinder the continuous progress of white middle- 
class children once they entered the same classroom. 
T erefore, the first attempt at conceptualizing multi¬ 
ethnicity blamed the minority child for his failures 
placed the responsibility of change upon ethnic minority 
students, and demanded that the change be in the direc¬ 
tion of white middle-class normality. No attempt was 
given to changing the institution or the basic structure 
of school curricula to accomodate these children. 
Other major assumptions underlining the principles and 
programs of cultural deprivation and compensatory educa¬ 
tion were (1) the environmental experiences of minority 
youth were detrimental to achieving academic success; 
(2) ethnic minorities' lifestyles did not constitute 
distinct, viable cultural entities; (3) minority youth 
could be successfully assimilated into the middle-class 
orientation of schools through compensatory programs 
designed to eradicate the intellectual damages done by 
their impoverished environments; and (4) differences 
were synonymous with deficiencies. Implicit in these 
arguments is an affirmation of the melting pot ideology. 
If the deficiencies of minority youth could be corrected 
and their arrested intellectual growth reactivated with 
"catchup programs", then the business of schools in ed¬ 
ucating youth could proceed as usual. (parentheses mine) 
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Statement of the Problem 
The zeal with which American education has sought to propagate an 
outdated "melting pot" ideology has led to a valuing and dissemination 
by the schools of a non-Hispanic, non-indigenous basis for schooling 
which ignores the Chicano student's cultural heritage and limits his 
opportunities to relate to schools as extensions of his culture. From 
all indications this culture-monolith has also evolved, or at least 
contributed to the evolution of, clear patterns of institutional and 
social racism. 
Ethnic and racial minorities would appear to be most directly 
affected. But the phenomenon is by no means limited to Indians, 
Chicanos, Puerto Ricans, Chinese, Blacks, or other racial/ethnic mi¬ 
norities. Middle class young people and women of all ages have also 
criticized the social institutions which inhibit their life-styles and 
limit their cultural options. Edmonds has suggested, for example, that 
... the dissaffection and insecurity which 
characterizes the middle class, white adolescent... 
has its origin partly in the untenable task of 
maintaining the cultural autocracy that comes 
from the Anglo-Saxon distortion of American life. 
(Univ. of Mich., 1972) 
Many social planners now agree that there is a critical need to 
overhaul this "melting pot" foundation of American education and 
replace it with what could be better characterized as a "tossed salad 
cultural democracy". Such a philosophy calls for program content 
and methods which recognize and actively promote differences in cul¬ 
ture and life-styles without ascribing particular "beauty, virtue or 
merit" to one set of these over another. 
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But though often proposed, this suggestion has proven overly facile 
in word and deed. A large percentage of the programs which have been 
built around this concept have been unable to show tangible results. 
Consequently, they have served poorly as models and have accomplished 
little in promoting the adoption of the concept of cultural pluralism 
as a viable aspect of American educational practices. 
A major impediment to the effective implementation of culturally 
pluralistic schooling has been a vague and inadequate understanding of 
culture from the basis of child needs rather than from the point of 
view of the diverse academic disciplines concerned with its study. 
Secondly, there appears to be a pervasive ignorance among practitioners 
as to the rationale for cultural context teaching and lastly, there has 
yet to emerge a commonly accepted set of goals for this type of instruc¬ 
tion which can be readily integrated into the broader goals of educa¬ 
tion and the larger society. 
It is to these three areas that this study is addressed. A 
specific sub-cultural group, the Chicano or Mexican American, was chosen 
as topic or vehicle for the paper because it presents a viable means 
for providing specificity and focus. It was chosen too because as the 
second largest minority group in the country, the institutional res¬ 
ponses in improving its educational opportunities may help in illumina- 
• • 2 
ting the problems of educating other youth both minority and majority. 
2chicanos represent approximately 60% of the nation's Spanish 
speaking population and are its second largest ethnic minority being 
second only to the Black population in size. 
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It is expected that the study will point up parallel dynamics and 
situations that exist in the education of other minorities. As these 
are dealt with in a determined and systematic manner, the need to 
restructure the education of the majority culture(s) will also become 
apparent for in all probability an education which does not serve 
minorities well does not serve the majority any better. Any distor¬ 
tions of minority history and culture will by extension also distort 
the history and culture of white America. 
The primary objective of this study however, will be limited to 
the development and documentation of a pedagogical rationale for 
culture-based curricula and cultural context teaching as pertains to 
Mexican American children particularly in the early grades. Secondary 
objectives will be the development of (1) a conceptualization of 
culture which is based on the child's affective needs and which is 
applicable to the educational philosophy being documented, and (2) a 
set of educational goals geared to the definition and rationale which 
will emerge. 
To achieve its objectives the study proposes: 
a. Through an examination of pertinent literature to 
(1) ascertain what is most commonly understood in 
the social sciences by the concept of culture and 
(2) how these understandings are reflected in the 
literature on Chicanos and their culture. 
b. Through examination and exposure of current edu¬ 
cation literature to demonstrate how these defi¬ 
nitions and their implications influence the 
design of educational programs for Spanish speakers 
in the U. S . 
c. Through analysis and synthesis to develop a set of 
educational goals exemplifying the concept of 
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culture-based curricula and cultural context 
teaching. 
d. Through analysis and synthesis, to advance criteria 
and rationale for an alternative or improved defi¬ 
nition of culture applicable to the education of 
the group of students under study. 
In subsequent pages of this section the procedures to be followed 
will be outlined in greater detail. 
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Definition of Terms 
Acculturation -- as employed in the study will refer to the process by 
which a "cultural" group adapts or modifies its behavior as 
a group or as individuals to accomodate and provide for life 
in juxtaposition with one or more other cultural groups. 
Normally, the term implies that the individual or group 
undergoing acculturation must forego some or most of the 
cultural values and practices which are native to him/her and 
adopt those of another group in order to gain the social 
prestige, acceptability or opportunities which would other¬ 
wise be denied to him because of his culture. 
Anglo -- is employed here as it is in the American southwest and is 
synonymous with WASP. Specifically, it refers to all white 
persons who are not Mexican Americans or members of other 
3 
Spanish-surnamed groups. 
Anomie -- will be used in the study as a theoretical construct which 
describes the behavior of a person undergoing a "culture 
crisis", i.e., a decaying faith in one's culture system and 
^In recent years, objections have been raised by "White 
Ethnics" -- Poles, Italians, Greeks and Slavs -- who feel that their 
cultural backgrounds are sufficiently different from those of WASP 
Americans to warrant special attention and recognition. See Novaks, 
The Rise of thP Tlnmeliable Ethnics (1971). Thus, in a sense, the term 
"Anglo" is semantically inaccurate in that it does not distinguish 
these differences. It also includes Jewish Americans, another group 
with very distinct language and cultural patterns. 
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an insecurity about the wisdom of remaining loyal to it or 
abandoning it for another. The resultant behavior is said 
to become disorganized at all levels -- personal, cultural, 
and social -- and potentially to affect adversely all inter¬ 
actions, learnings, work performance and adjustment due to 
the great degree of anxiety it creates in the individual. 
Assimilation -- refers to total cultural substitution (complete accult¬ 
uration), or the rejection of one's native culture and adop- 
tion of another for a variety of reasons. The process may 
be voluntary or not, recognizable or not, but the net effect 
is that embodied in the "melting pot" concept. 
Boricua -- is synonymous with Puerto Rican and puertorriqueno. The 
term originates from Boriquen, the native Indian name for 
the island which the Spaniards later renamed Puerto Rico. 
Chicano -- is a term used to identify the Mexican American. Etymologi¬ 
cally, the term is of uncertain origin but has gained wide 
acceptance among modern-day Mexican Americans. It is part 
of the everyday vocabulary of this ethnic group and is widely 
used in the mass media. While in certain quarters a distinc¬ 
tion is made between the people who prefer one or another of 
the two terms, in this paper they will be used interchangeably. 
In the context of group and personal identity considerations 
the term has special significance in that it is self-ascribed 
rather than given to the group by others. 
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:ulture — in the context of the study will have a limited connotation. 
It will be used as a symbol or conceptual abstraction related 
to patterns within selected themes such as history, reality, 
values, identity, actions or social dynamics that may be 
shared totally or in part by and within social collectivities. 
It will not be employed to denote a group of people nor a 
complete and discrete system of human behavior. (Singleton, 
1971) When employed in a citation, the term will be used in 
context and when shown as "culture" it will denote vagueness 
or uncertain applicability to the purposes of the study. A 
narrower definition of the term for application to curriculum 
is one of the objectives of the paper. 
Culture-based curricula 
Cultural context teaching -- both refer to instructional content and 
methodology which are in some way based on or related directly 
to the "culture" of the learner. For purposes of this study 
the terms will be applied chiefly to programs of instruction 
at the primary and elementary levels. 
Cumulative deficit phenomenon -- an exponentially increasing inability 
to participate fruitfully in school learning experiences due 
to incompatibilities between the school and the learner; the 
latter existing in areas such as language, culture, percep¬ 
tions, and expectations. Simply stated, it is protracted 
negative reinforcement or the opposite of the basic educa¬ 
tional premise that "success breeds success. 
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Enculturation - refers to the "learning” of a culture from infancy by 
virtue of being born into that culture or having been brought 
into It before a different culture has been internalized to 
any significant degree. 
Ethnocentrism -- "the tendency to exalt the superiority of the group 
(especially the national or ethnic group) to which one belongs 
and to judge outsiders, often contemptuously, by the standards 
of one s own group. It is the analog, for ethnic or national 
relations, of egocentrism in personal relations." (English, 
1958) 
Hidden curricula -- the systematic utilization and transmission by the 
school of certain preferred modes of relating, communicating, 
problem-solving, evaluating, and of certain incentive-motiva¬ 
tional styles. These, it is assumed, may be sufficiently 
different from those of certain groups of learners to cause 
dysfunctions in the learning processes of those students. 
(Ramfrez, 1972) 
Melting pot -- is the assimilation (voluntary or otherwise), of language 
and cultural groups in the U.S. into an amorphous "American 
Culture". The concept's proponents suggest that increased 
harmony, national unity and strength and domestic tranquility 
are best achieved through a process whereby all such groups 
relinquish their language, customs, mores, identity and other 
components of their culture to adopt a nationally homogeneous 
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cultural identity. The main characteristics of this cultural 
affiliation are the speaking of the English language almost 
exclusively and the adherence to values, priorities, and 
relational styles rooted in northern European countries and 
the Judeo~Christian tradition. This thrust for cultural 
sameness has long been a part of the teachings of American 
schools and forms part of both the hidden as well as the 
overt curricula of American schools. 
Mexican Americans -- "persons who were born in Mexico and now reside in 
the U.S. or whose parents or more remote ancestors immigrated 
to the U.S. from Mexico. It also refers to persons who trace 
their lineage to Hispanic or Indo-Hispanic forbears who 
resided within Spanish or Mexican territory that is now part 
of the Southwestern United States." (U.S. Com. on Civil 
Rights, 1972) In this study, the term will be used inter¬ 
changeably with Chicano(s). 
Puerto Rican(s) 
Puertorriqueno(s) -- applies to persons born in Puerto Rico or in the 
U.S. from Puerto Rican parents. Since it is sometimes 
important to categorize on the basis of location, the terms 
"mainland" or "island" are often used as modifiers. 
Racism -- is "any attitude, action, (or lack of action), or institutional 
structure, (practice or tendency), which subordinates (or 
excludes), a person or group because of his color, (or because 
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of linguistic or cultural atypicalness as perceived by the 
dominant society). Even though "race" and "color" refer to 
two specific kinds of human characteristics, in America it is 
not only the visibility of skin color, but also the audibility 
of language difference, or the distinctness of cultural 
practices , that mark individuals as "targets" for subordina¬ 
tion (or exclusion) by members of the white majority." (U.S. 
Com. on Civil Rights, 1970) 
Socialization -- is often used interchangeably with enculturation. 
There is a slight technical difference in the way it is used 
in the social science literature however. If "society is 
always made up of people; their culture is the way they behave," 
then socialization is more appropriately an enculturation to 
interpersonal relations and expected modes of interacting 
with others of the same society or culture. (Brown, 1963) 
Spanish-speaking 
Spanish-speakers -- for purposes of this study will refer to all persons 
in the U.S. who are of Mexican, Cuban, Puerto Rican, Spanish 
American, or Spanish descent or extraction. As used in this 
study the terms are synonymous with Spanish-surnamed. 
WASP -- White Anglo-^axon Protestant refers both to origin or stock of 
certain groups in the United States as well as to the prevail¬ 
ing ethic and "culture" of the nation. The latter are identi¬ 
fied as such because they appear to have their foundations in 
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the heritage and history of that group of immigrants who 
came originally from northern European shores. See also 
Anglo. 
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Assumptions In The Study 
General. A number of general assumptions provide the bases for 
this study. Most, if not all of these, are in themselves appropriate 
subjects for scholarly study. While there may not be unanimous agree¬ 
ment among educators that all of these stand proven beyond a shadow of 
a doubt, there is sufficient substantiation of their validity in current 
literature. 
Broadly stated, the general assumptions are: 
A. There is a close relationship between the culture of a 
society and the philosophy, approaches, and course content 
employed in its educational system. 
B. There are discernible and insidious trends and practices in 
American society which reflect and define a pervasive societal 
and institutional racism. Racism has a strong influence on 
education and causes minority group children to suffer identi¬ 
ty crises detrimental to full human development and effective 
functioning as learners. 
C. Enculturation is a significant aspect in the development of an 
individual's personality. 
D. The concept of "melting pot" does violence to the basic teach¬ 
ing principle which states that instruction should begin and 
be based on the child's state of cognitive, affective, conative 
and motor development at the time an instructional sequence is 
begun. 
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E. The degree to which American education can succeed in meeting 
the educational needs of a large group of culturally atypical 
children provides reliable indications of its ability to 
adapt itself to other requirements for change which the 
future may bring. 
Specific. In formulating the study, a more specific set of 
assumptions was adopted to facilitate the investigative and analytical 
processes to be employed. These deal specifically with the ethnic 
group under study and may be stated as follows: 
A. Mexican Americans are not culturally homogeneous in many 
respects although members of that group may share certain 
linguistic, historical or life-style similarities. 
B. There is no proof that innate and/or genetic deficiencies 
exist among Chicanos to which differences in school learning 
performance may be attributed. 
C. There are discernible incompatibilities between many Chicanos 
and the institutions of the dominant socio-cultural group(s) 
in the country which cause difficulties in the transactions 
which occur between them. 
D. The "cumulative deficit phenomenon" is a harsh reality which 
operates to retard school progress among many culturally 
atypical children. Research indicates that many Mexican 
American children are victims of this cumulative retardation 
in school achievement. 
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Delimitations Of The Study 
Several key factors constrain the design of the study. These 
might be interpreted as negative only if the study were to be seen as 
an all encompassing "bible" for the education of Spanish-speaking 
children. Since it is not, the constraints render the useful function 
of setting parameters for treating the different topics and acting as 
filters or criteria as the data are blended with judgments, interpre¬ 
tations, projections and extrapolations in the formulation of conclu¬ 
sions . 
The more obvious and significant of such limitations and constraints 
are: 
1. Culture usually has broad anthropological or sociologically 
based interpretations which do not address themselves directly 
to educational needs. 
2. The "hidden curricula" in school programs are by definition 
inaccessible and vague. While philosopher/educators can 
conjecture and speculate about them, their conclusions may 
be viewed with skepticism by the "pure" researcher and his 
audiences. Important research is presently being conducted 
in this area but the^ findings are not yet sufficiently 
conclusive to warrant their axiomatic inclusion here as bases 
or assumptions. 
3. Although racist patterns of behavior are evident throughout 
American life, some controversy exists over the extent to 
which these are premeditated, conniving and Machiavellian 
21 
versus possibly having their bases in tradition, custom, 
human needs, economic entrapment, etc. The differences -- 
if they exist -- are basic to the design of effective 
strategies for systemic change. Given the limited scope 
and purpose of this study, and on the basis of available 
evidence, it will be assumed that some racist behavior may 
be recognized as purposive, devious and self-serving while 
other types are practiced in the blissful ignorance created 
by the absence of introspection or for other reasons which 
are not within the purposes of the study. 
4. No reliable studies have been found which compare the cultural 
characteristics commonly attributed to Chicanos with those of 
other sub-cultural groups with effective controls for factors 
such as parental schooling, economic levels, urban vs. rural, 
etc. No hard conclusions can therefore be drawn in this area 
save by intuition or by virtue of being a member of the partic¬ 
ular group in question. All charactereologic listings must 
therefore be assumed to be suspect and generally stereotypical 
whether they are negative in tone or not. 
5. It is impossible to determine with scientificity the number, 
significance or implications of the different cultural in¬ 
fluences that have been visited on Spanish-speaking groups 
in the United States. 
6. The study is not a comprehensive treatise on the reformation 
of American education in its entirety. It will be limited 
furthermore to selected factors related to the schooling of a 
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particular group of students and not their total education 
which is seen as encompassing learnings both in and out of 
school. Several pressing issues in Mexican American education 
will not be dealt with directly in the study since they are 
outside of its scope. Their significance and potential impact 
on the theories presented here are nevertheless recognized. 
7. The constituency or clientele of the educational system is 
variegated. In its simplest configuration it consists of 
four broad categories: the child (direct recipient); the 
family and community (indirect recipient); the formal school 
structures (direct provider); and the society and the state 
(indirect provider). A rationale of the type being developed 
in this study could be centered or focused on any of these or 
any sub-category within them. For example, the focus could 
be the minority child or the majority child, the community 
and the society, or the state. In the latter, emphasis could 
be placed on improvement in international relations or the 
diminishment of unemployment through stress on quality 
schooling as an element for job preparation. 
In establishing the scope of the present study no serious 
attempt was made to prioritize or establish criteria for 
limiting or focusing on a particular client or group. The 
choice was made to focus on minority chiId needs primarily 
and to consider the other constituencies less comprehensively. 
Obviously, a total philosophy (in difference to a contextual 
23 
rationale), can only be possible through a fuller treatment 
of all clients and perspectives. 
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Design of the Study 
The corpus of scholarly research and writings about Chicanos is 
unfortunately quite limited. It is unfortunate too that much of the 
relevant literature that does exist is often sketchy, overly emotional, 
poorly grounded in facts and generally lacking in depth and perception. 
Designers of educational programs too have often been guilty of what 
Elkind (1972) has called "intuitive psychology, reverse prejudice, and 
easy conscience." Consequently, the literature specific to many Chicano 
topics must often be considered inadequate to provide substantiation 
and documentation for a study of this type. 
Until recently, this may have been due at least in part, to the 
fact that most "experts" on the Mexican American were non-Chicanos who 
were "on the outside looking in." Within the last decade the picture 
has improved significantly with the emergence of Chicano scholars and 
researchers whose perceptions appear much enhanced by virtue of being 
"on the inside looking around." 
In addition there exists in other areas, a wealth of inter¬ 
disciplinary literature both current and "classical", specific and 
general, which can make a positive contribution when it is carefully 
sifted and analyzed, and above all when its relevant threads can be 
identified, traced and integrated in a systematic manner. The primary 
disciplines in which such work may be found are anthropology, psychology, 
sociology, and of course education. 
The method to be utilized in the study will consist primarily of 
the reviewing and analyzing of selected interdisciplinary literature 
which addresses directly or indirectly the component topics embodied 
in the objectives of the paper. In so doing, it is expected that a 
wide range of subjects and authors will be studied. 
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In essence the study will be a conceptual investigation into the 
role that culturally pluralistic school programs can play in improving 
educational opportunities for Chicano students in particular and other 
culturally different learners by extension. Critical analysis will 
constitute the major method of investigation. There will be an intensive 
effort made to distill and synthesize the literature to ascertain what 
is being said in common, to identify the unifying threads which run 
throughout and eventually to weave these into a statement or proposi 
tion which can have practical application and/or which will suggest 
areas for the collection of hard data in subsequent research. 
The study was designed in this manner in the belief that philosophy 
and conceptualization must precede the formulation and conduct of "hard 
data" research in areas such as this. 
This approach is suggested by many social scientists. David 
Goslin, a leading contemporary sociologist, in the introduction to his 
book. The School in Contemporary Society, (1965) argues that; 
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research, and a lack of conceptualization results 
in either productive findings or a basis for theory 
construction only by chance. The field of educa¬ 
tion would appear to suffer badly from an over 
abundance of observation in proportion to the 
amount of conceptualization available to provide 
a basis for systematic theory and research. What 
is needed would seem to be a greater emphasis on 
conceptualization leading to carefully constructed 
theory and more theory-based research...(emphasis 
mine)^ 
The body of the study will consist of an ordered series of activ¬ 
ities employing the analytical method. Each of these will be followed 
by a synthesis of relevant themes to form a documenting unit or com¬ 
ponent. Each of the component parts will follow a similar pattern of 
beginning with a statement of fact, proceeding to a generalization or 
extrapolation, and arriving ultimately at a sub-conclusion. When 
combined, it is hoped that the set of conclusions thus reached will 
have accomplished logically and systematically the clarification and 
documentation objectives previously established. 
^Even 
cation adds yet 
so however, the question of objectivity vs. 
another problem area. See Romano (1973d). 
ob jectifi- 
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Organization of the Dissertation 
The study will be developed in six chapters which will include 
the topics and methodology previously mentioned. 
Chapter I will contain an overview of the problem areas with a 
specific projection of items to be explored along with the proposed 
approach and method of investigation. It will contain as well a state¬ 
ment of the significance of the study, its limitations and assumptions 
and the design to be followed. 
Chapter II will contain the first major component of the study. 
Initially, there will be an examination of pertinent literature in 
anthropology, sociology, and ethnology in order to establish the most 
common understanding(s) of the concept of culture as it is commonly 
used in the social sciences. This chapter will also seek to document 
the extent to which social science methodology has been carried over to 
the study of Chicanos in the U.S. and the effects and consequences of 
this extension and application. 
Chapter III will be devoted to (1) an examination of a number of 
alternative approaches to the study of the nature and effects of encul- 
turation and acculturation as well as (2) the range of potential 
influences that these different views of culture themes can have on 
educational program philosophies and design. 
Chapter IV will examine the relationship of culture to the develop¬ 
mental needs of the young child. Through an analysis of the character¬ 
istics of a developing organism and selected specific perspectives 
offered by developmental theorists, an attempt will be made to show 
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that a continuous figure-ground relationship must exist for development 
to take place and that culture provides that ground referent to a signif 
icant degree. 
Chapter V will develop the sociological portion of the rationale 
based on the potential contributions of culture-based curricula and 
cultural context teaching to (1) the minority student's capability to 
fend off the detrimental effects of racist behavior directed against 
him and (2) society's capacity to reduce or reverse the prevalence of 
ethno-imperialism. 
The second part of this chapter will contain a set of goals for 
culture-based curricula and an alternative conceptualization of culture 
as suggested by the developmental literature which was examined. 
The final section of the study, Chapter VI, will consist of a 
summary, conclusions, and recommendations. These will include topics 
for related research with a view to validating the hypotheses or theory 
developed in the study through hard-data research. Also included will 
be general suggestions for the study of related topics and corollary 
themes. 
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Significance Of The Study 
Many students of American society now agree that the trend towards 
life-style homogeneity is on the wane. While it would be an exaggera¬ 
tion to say that Spanish speakers have contributed significantly to 
this process, it is realistic to assume that their role in it will be¬ 
come increasingly important in the last quarter of this century. 
Demographic data all seem to point in this direction, for example: 
. The number of English speakers in the Western 
Hemisphere is only slightly larger than that 
of Spanish speakers. Trends in population 
growth would seem to indicate a probable re¬ 
versal of this before the end of this century. 
(See also Appendix I) 
. The U.S. has the fifth largest concentration 
of Spanish speakers in the Americas. Of the 
18 Spanish American countries, only Mexico, 
Argentina, Columbia, and Peru have populations 
exceeding the number of Spanish speakers in 
the U.S. (See also Appendix II) 
• The U.S. Immigration and Naturalization 
Service estimates that during 1971-72 legal 
immigration from Spanish-speaking countries was 
approximately 100,000 with illegal entries 
accounting for untold thousands more. That 
same year, the U.S. deported more than 430,000 
illegal aliens from Mexico alone. (U.S. Dept, 
of Justice, 1972) An INS regional officer in 
the Southwest conjectured recently, "We may be 
missing 2 out of 3." (Jordan, 1972) 
. The median age of Chicanos in the U.S. is 18.6 
(18.0 for Puerto Ricans), while that of the total 
white population is 28. (U.S. Dept, of Com., 1971) 
. The birthrate of Spanish speaking groups in the U.S. 
is nearly twice as high as that of English speakers 
surpassing even the Black birthrate. (U.S. Dept, 
of Com., 1969) 
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. From 1968 to 1970 the total number of children 
attending public schools in the U.S, increased 
by approximately 3.5^. During that same period, 
the number of Spanish speaking children in school 
increased by 13.67c. (U.S. Dept, of Com., 1973) 
The study has been designed with a view to enhancing the existing 
body of knowledge for the conceptualization and design of education 
programs for Spanish speaking children. It is hoped that a readable 
format unencumbered with complicated statistical findings will yield a 
product that will be of interest to practitioners in the field. This, 
both because of the facts and interpretations presented, but equally 
important because it can serve as a stimulus to further study and 
research. 
By critically examining some of the current writings and assump¬ 
tions presently being used to respond institutionally to Chicano students, 
it is hoped to encourage re-appraisal and examination of other practices 
and assumptions. To the extent that the study is successful in capturing 
a statement of the "art" with its weaknesses and strengths made more 
visible and aids in advancing further research and scholarship, it 
will have served the purpose for which all such studies are intended. 
It is important to point out, however, that these themes are 
subject to perceptual differences based on the individual s life and 
work experiences as well as his/her professional preparation, judgments, 
and priorities. Therefore, it is important to adopt common referents 
around which to assess the resultant interpretations and "findings". 
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Several general areas are suggested as criteria for this purpose: 
a. What is the study's potential for contributing to the 
increased humanization and conscientization of American 
education in general? 
b. What are the possibilities for advancing creative thought 
in designing the schooling of culturally different learners 
in particular? 
c. To vhat extent are the statements developed rational and 
plausible and within the frames of reference of educational 
practitioners and therefore more likely to be given serious 
consideration as a feasible alternative to present practices? 
d. To what extent are the concepts developed demonstrated to be 
timely and conducive to the identification of theory-based 
research themes which will advance scholarship in this area? 
CHAPTER II 
The Concept of Culture 
From its first appearance in the social science literature one 
hundred years ago, the concept of culture has been central to the 
purviews of anthropology and its sister disciplines. During the last 
decade the term has also come into the language of curriculum developers. 
Understandably, much has been said and written about the term culture. 
Considerably academic attention has been paid all aspects of the 
subject including its history, semantic evolution and the utility of 
its functions in relation to a wide range of academic disciplines.^ 
An exhaustive review of all such literature lies outside of the 
scope of this study. The basic purposes of this section are limited 
to (1) ascertaining common conceptual and procedural understandings in 
the social sciences which hinge on the general concept of culture; (2) 
a historico-political overview of the emergence of these into their 
present forms; and (3) an examination of contemporary applications of 
^Aside from its broad application as a label of social science, 
the term has also been used in at least three (3) other ways, ^ne is re¬ 
lated to refinement in the fine arts; music, art, theatre, etc. ^ 
tiof it Irised as in aeri-culture and other references to crop cultiva- 
since’thLracceptattLrarrconnotatloia! 
purposes of this study, they «111 not be pursued further. 
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this and other social science concepts and methodologies to studies of 
Chicanos and other American minority groups. 
In the context of the social sciences the concept of culture began 
to crystallize a scant century ago. Thus, it is useful in understanding 
the present applications of the term, to review its development over a 
substantial portion of that period with special emphasis on the litera¬ 
ture of anthropology, the discipline most concerned with its study and 
therefore most responsible for its diffusion into other academic fields. 
In 1952, Harvard University published a landmark book in anthro¬ 
pology, Culture; A Critical Review of Concepts and Definitions. In 
addition to a much respected imprimatur -- the Peabody Museum of Ameri¬ 
can Archeology and Ethnology -- the book had as co-authors two distin¬ 
guished anthropologists, A. L. Kroeber and Clyde Kluckhohn. The purpose 
of this monumental study was twofold. First, to compile a reference 
collection of definitions of culture which have been advanced by the 
various disciplines of anthropology, psychology, sociology, philosophy 
and others. Its second goal was to document the birth, growing pains 
and search for identity of a concept which has become increasingly 
vital to the study of all aspects of social interaction. 
In its more than four hundred pages, the authors of Culture researched 
and examined over one hundred and sixty definitions of the term along 
with numerous commentaries regarding its elements and distinctive pro¬ 
perties over a period of some eighty years. They sifted, compared, 
categorized, and commented at length on all of these aspects in addition 
to reviewing portions of relevant literature by other social science 
scholars. 
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For purposes of this paper a brief review of the most salient con¬ 
clusions of this study is particularly appropriate. The review offers 
an opportunity to examine three general categories of information: 
(1) the categorization of definitions according 
to the foci of different disciplines and authors, 
(2) elements or components commonly found and 
accepted to be within the general scope of the 
term, and 
(3) focal trends leading to the understandings 
and applications in common use within the last 
two decades, the period during which the Chicano 
emerged into national attention. 
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Principal Emphases of Culture 
In formulating their study, Kroeber and Kluckhohn evolved a 
classification scheme for the numerous definitions of culture which 
they identified. The six major groupings which emerged are summarized 
below along with a limited sample of the most representative (and terse) 
definitions of the total of over one hundred and sixty. 
Enumeratively descriptive definitions. These definitions seek to 
describe the concept by providing listings of its component elements. 
It must be noted here that definitions of this type are often inade¬ 
quate in that by including they may exclude since no systematic way 
presently exists to generate all possible components. 
Below are illustrative examples of this approach: 
...all social activities in the broadest sense, 
such as a language, marriage, property system, 
etiquette, industries, art, etc....(Wissler, 
1920: 81) 
...culture in general as a descriptive con¬ 
cept means the accumulated treasure of human 
creation: books, paintings, buildings, and 
the like; the knowledge of ways of adjusting 
to our surroundings, both human and physical, 
language, customs, and systems of etiquette, 
ethics, religion, and morals that have been 
built up through the ages. (Kluckhohn and 
Kelly, 1945: 83) 
definitions. These definitions emphasize social heri¬ 
tage or tradition. Their value lies in pointing out that man receives 
social as »ell as biological inheritances from his ancestry. Their 
®Slnce all definitions in this section are from the same 
::pi:;:d!"u:m\nfiude“thra::thfr’rnL^^ 
the page of the compendium where it is cite . 
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limitation lies in the implication of stability and docility on the 
part of the recipient and in some cases, even of the donor. The truth 
of course, is that every generation has the ability to alter cultural 
patterns and often does. 
The culture of a group is the sum total and 
organization of the social heritages which 
have acquired a social meaning because of 
racial temperament and of the historical 
life of the group. (Park and Burgess, 1921: 
89) 
Culture means the whole complex of tradi¬ 
tional behavior which has been developed 
by the human race and is successively learned 
by each generation. A culture is less precise. 
It can mean the forms of traditional behavior 
which are characteristic of a given society, 
or of a group of societies, or of a certain 
race, or of a certain area, or of a certain 
period of time. (Mead, 1937: 90) 
As a sociologist the reality to which I regard 
the word "culture” as applying is the process 
of cultural tradition, the process by which in 
a given social group or social class language, 
beliefs, ideas, aesthetic tastes, knowledge, 
skills and usages of many kinds are handed on 
("tradition" means "handing on") from person to 
person and from one generation to another. 
(Radcliffe-Brown, 1949: 92) 
Normative definitions. The definitions in this category empha¬ 
size the rule or way in which groups of people govern their interactions. 
A possible objection to this approach lies in its two implications: 
(1) that there are in fact prescribed patterns of behavior which 
(2) can bring on sanctions for non-adherence. Both of these state¬ 
ments appear too rigid and dogmatic for purposes of studying cultural 
groups living in juxtaposition to others as is the case in the United 
States. 
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By culture we mean all those historically 
created designs for living, explicit and 
implicit, rational, irrational, and non- 
rational, which exist at any given time 
as potential guides for the behavior of 
men. (Kluckhohn and Kelly, 1945: 97) 
...a term or concept for the totality of 
these patterned ways of thinking and act¬ 
ing which are specific modes and acts of 
conduct of discrete individuals who, under 
the guidance of parents and teachers and 
the associations of their fellows, have 
developed a way of life expressing those 
beliefs and those actions. (Frank, 1948: 
97) 
...the term includes those objects or 
tools, attitudes, and forms of behavior 
whose use is sanctioned under given condi¬ 
tions by the members of a particular society. 
(Titiev, 1949: 98) 
Psychological definitions. The definitions bearing a psycholog¬ 
ical emphasis are of four varieties. The first of these focuses on 
adjustment, or culture as a problem-solving device. Another emphasizes 
learning and the third stresses habit. One final category may be 
classified as being purely psychological. 
Two examples of the latter illustrate attempts to couch state¬ 
ments of meaning in terms which are clearly not anthropological nor 
sociological. The first is cast in psychoanalytic terms while the 
second is within the realm of social psychology. 
By culture we shall understand the sum of all 
sublimations, all substitutes, or reaction for¬ 
mations, in short, everything in society that 
inhibits impulses or permits their distorted 
satisfaction. (Roheim, 1934: 116-7) 
Society refers to the common objective 
tionship (non-attitudinal) between man and 
man and between men and their natural world. 
It is often confused with culture, the atti- 
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tudinal relationship between men. . . Culture 
is to society what personality is to the organ¬ 
ism. Culture sums up the particular institu¬ 
tional content of a society. Culture is what 
happens to individuals within the context of a 
particular society, and ... these happenings 
are personal changes. (Katz and Schanck, 1939: 
117) 
In the category which emphasizes adjustment are found the defini¬ 
tions which are perhaps most germane to the purposes of this study. A 
sample of these is quoted here without further comment since more 
extensive elaboration of these ideas will ensue as the study develops. 
Through this process of inventing and trans¬ 
mitting symbols and symbolic systems and tech¬ 
nologies as well as their non-symbolic counter¬ 
parts in concrete tools and instruments, man's 
experience and his adjustment technique become 
cumulative. This societal behavior, together 
with its man-made products, in their interaction 
with other aspects of human environment, creates a 
constantly changing series of phenomena and situ¬ 
ations to which man must continually adjust 
through the development of further habits achieved 
by the same process. The concrete manifestations 
of these processes are usually described by the 
vague word culture. (Lundberg, 1939: 106) 
A culture is a scheme for living by which a 
number of interacting persons favor certain 
motivations more than others and favor certain 
ways rather than others for satisfying these 
motivations. The word to be underlined is 
"favor." For preference is an essential of 
living things ... To live at all is to act 
preferentially -- to prefer some goals rather 
than others and some ways of reaching pre¬ 
ferred goals rather than other ways. A culture 
is such a pattern of preferences held by a 
group of persons and transmitted in time. 
(Morris, 1948: 107) 
In its broadest sense, culture is coterminous 
with everything artificial, useful, and social 
employed by man to maintain his equilibrium as 
a biopsychological organism. (Turney-High, 1949: 
108) 
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The second and third categories under this heading emphasize 
learning and habit respectively. This may be too fine a distinction 
for purposes of this paper since, it is assumed that cultural patterns 
may only be acquired through learning, and thus become internalized to 
the point that they may in fact become habit. 
Some key comments by Kroeber and Kluckhohn are included here pre¬ 
ceding the definitions proper. They were judged to be of particular 
relevance since they speak in a succinct manner to the interdisciplinary 
strategies being followed in this study: 
... emphasizing learning in definitions of 
culture demonstrably comes from psychology, 
more especially from ... "learning theory"... 
the basic processes of learning are very sim¬ 
ilar if not identical among all groups. 
Anthropologists look to the psychologists to 
discover these general laws of learning. On 
the other hand, anthropologists can show that 
that which is learned, from whom learning takes 
place, and when the learning of certain skills 
usually occurs, varies according to culture. 
However, while cultural behavior is always 
learned behavior, not all learned behavior is 
cultural; conversely, learning is only one of 
a number of differentia of culture. (Kroeber 
and Kluckhohn, 1952) 
Exemplary definitions of this type are by Young, Slotkin and 
Murdock: 
The term refers to the more or less organized 
and persistent patterns of habits, ideas, 
attitudes, and values which are passed on to 
the newborn child from his elders or by others 
as he grows up. (Young, 1947: 112) 
By definition, customs are categories of actions 
learned from others ... A culture is the o y 
of customs found in a society, and anyone who 
acts according to these customs is a participan 
in the culture. From a biological viewpoint. 
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its culture is the means by which a society 
adjusts to its environment ... (Slotkin, 1950: 
113) 
... culture, the traditional patterns of action 
which constitute a major portion of the estab¬ 
lished habits with which an individual enters 
any social situation. (Murdock, 1941: 115) 
Structural definitions. This group of definitions is of partic¬ 
ular interest for two reasons. One, they were recent at the time 
Kroeber and Kluckhohn did their study (which covered the period 1900- 
1950), possibly indicating an interdisciplinary trend in the social 
sciences. Secondly, they move away from specificity and back towards 
the abstraction first proposed by Tylor -- "that complex whole” -- in 
1871. (Tylor, 1924) 
In this approach to a definition the concept of culture is extri¬ 
cated from behavior to be seen as an abstraction. The key words in 
these statements are noticeably broad: "system,” "organization, 
"configuration,” "pattern(s)," and "functionally interrelated." 
The term "specifiable" in Gillin seems to suggest the possible 
perceptual differences inherent in viewing culture or its components 
"from the angle of personality rather than collectively." (Kroeber 
and Kluckhohn, 1952) 
Culture consists of patterned and functionally 
interrelated customs common to specifiable human 
beings composing specifiable social groups or 
categories. (Gillin, 1948: 119) 
Culture is one of the most inclusive of all the 
configurations we call interactional fields 
the way of life of a whole people like that of 
China, Western Europe, and the United States. 
Culture is to a population aggregate what person¬ 
ality is to the individual; and the ethos is to 
the culture what self is to a personality, the 
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core of most probable behaviors. (Coutu, 1949; 
119) 
Culture is the working and integrated summation 
of the non-instinctive activities of human beings. 
It is the functioning, patterned totality of 
group-accepted and transmitted inventions, ma¬ 
terial and non-material. (Turney-High, 1949: 
119) 
Genetic definitions. Kroeber and Kluckhohn chose this term to 
describe a large set of definitions which seek to answer how culture 
comes to be and what factors make it possible or lead to its creation. 
The first of three sub-categories focuses on culture as a product 
or artifact. These definitions also emphasize tradition and heritage 
but their stress is on the result itself rather than the process of 
transmitting its elements. 
By culture we mean every object, habit, idea, 
institution, and mode of thought or action which 
man produces or creates and then passes on to 
others, especially to the next generation. 
(Huntington, 1945; 127) 
The accumulated transmissible results of past 
behavior in association. (Carr, 1945; 127) 
The interaction of learning and society thus 
produces in every human group a body of socially 
transmitted adaptive behavior which appears 
super-individual because it is shared, because 
it is perpetuated beyond the individual life 
span, and because its quantity and quality so 
vastly exceeds the capacity of any single 
person to achieve by his own unaided effort. 
The term "culture” is applied to such systems 
of acquired and transmitted behavior. (Murdock, 
1949; 128) 
Ideas are the chief element In the second group of "genetic" 
definitions. They differ from the others In that they stress not 
products or processes but the thou^hte or Ideas that underlie them. 
42 
Definitions of this type are also heavily historical and do not include 
enough of the present-day struggles and dynamics of groups living in 
the tumultuous and changing times of the 20th century. 
By (holistic) culture as a descriptive concept, 
I mean all those mental constructs or ideas which 
have been learned or created after birth by an 
individual ... The term idea includes such 
categories as attitudes, meanings, sentiments, 
feelings, values, goals, purposes, interests, 
knowledge, beliefs, relationships, associations, 
(but) not ... Kluckhohn's and Kelly's factor 
of "designs." 
By (holistic) culture as an explanatory concept, 
I mean all those mental constructs which are 
used to understand, and to react to, the expe¬ 
riential world of internal and external stimuli 
... Culture itself consists of ideas, not pro¬ 
cesses . 
By a culture, i.e., by culture as a partitive 
concept, I mean a historically derived system 
of culture traits which is a more or less 
separable and cohesive segment of the whole- 
that-is-culture and whose separate traits tend 
to be shared by all or by specially designated 
individuals of a group of "society." (Taylor, 
1948: 131) 
A culture is the actual selection of some part 
of the whole of human behavior considered in 
its effect upon materials, made according to 
the demands of an implicit dominant ontology 
and modified by the total environment. (Im¬ 
plicit dominant ontology is elsewhere said to 
be the common sense of a cultural group, or the 
eidos of a culture.) (Feibleman, 1946; 131) 
The third category of definitions of this type contains an inter¬ 
esting but apparently not widely held view. Only three authors chose 
to emphasize symboIs and symbolization although the case for such 
inclusion is strong. 
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The two most illustrative examples are from R. Bain and Leslie 
White: 
Culture is all behavior mediated by symbols 
(Bain, 1942: 137) 
The cultural category, or order, of phenomena 
is made up of events that are dependent upon 
a faculty peculiar to the human species, namely, 
the ability to use symbols. These events are 
the ideas, beliefs, languages, tools, utensils, 
customs, sentiments, and institutions that make 
up this civilization -- or culture, to use the 
anthropological term -- of any people regardless 
of time, place, or degree of development. (White, 
1949: 137) 
Among the characteristics which distinguish man from other 
mammals are (1) that he is culture-building, (2) he is rational and 
ultimately, that (3) he alone is capable of creating and using symbols. 
These three factors unquestionably contribute to the formation of man's 
ego, self-concept or personality. In this light the "mediation" of 
his behavior by the symbolization processes of culture becomes an 
important element of psychological anthropology and one which is 
central to the focus of this study. 
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Sunmary of Definitions 
The myriad definitions which have arisen over the first century 
of life of anthropology can no doubt be interpreted as manifestations 
of that discipline's vitality; its laudable concern at clarifying the 
concept around which it conducts the bulk of its investigations. But 
the truth is that few of these offer any valuable new knowledge about 
the concept and its implications for education. 
Kroeber and Kluckhohn's extensive review of definitions of culture 
revealed that although the wordings may differ, only two general state¬ 
ments can be made regarding significant differences among definitions. 
One is that both inter-and intra-disciplinarilv the most basic differ¬ 
ences in meaning deal with the variations in the particular properties 
of culture which are stressed. Secondly, that there is a wide range in 
the degree to which the definitions are explicitely comprehensive versus 
being mere philosophical abstractions. 
This may be illustrated by comparing the earliest definition 
studied to the definition contrived by the authors after conducting 
their exhaustive review of antecedent literature.^ 
^The review of definitions in the previous section was purpose¬ 
fully limited to those existing before 1950. This was done for a two¬ 
fold reason. One, because it is on this corpus of literature that the 
researchers of the last two decades were weaned and secondly, because 
the major body of literature on American minority groups dates primarily 
to that period (post 1950), during which the students of this literature 
exercised their science and theoretically reflected therein their common 
professional understandings of the concept and its functions. 
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All of the literature concurs that E. B. Tylor was the first to 
record a definition which was measurably influential in crystallizing 
the concept of culture for the science of anthropology. That defini¬ 
tion, written in 1871, held simply that; 
(Culture is) that complex whole which includes 
knowledge, belief, art, law, custom and any 
other capabilities and habits acquired by man 
as a member of society. (Tylor, 1924) 
In 1952, Kluckhohn and Kroeber synthesized three quarters of a 
century of literature and further elaborated the meaning of the con¬ 
cept into the following statement; 
Culture consists of patterns, explicit and 
implicit, of and for behavior acquired and 
transmitted by symbols, constituting the dis¬ 
tinctive achievements of human groups, includ¬ 
ing their embodiments in artifacts; the 
essential core of culture consists of tradi¬ 
tional (i.e. historically derived and selected), 
ideas and especially their attached values; 
culture systems may, on the one hand, be 
considered as products of action, on the 
other as conditioning elements of further 
elements. (Kroeber and Kluckhohn, 1952) 
The similarities between the two statements are clear. The 
latter includes all elements of the former. In it too, are contained 
most of the emphases acquired in three quarters of a century of 
scholarship: normativeness, learning, habit, pattern(s), ideas, 
artifacts and symbols are all accounted for. Similarly, the restated 
definition takes into consideration the emphases of the two major 
branches of anthropology, physical and cultural as well as its major 
specializations: ethnography, ethnology, social anthropology, and 
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anthropological linguistics. 
It is noteworthy however, that the reference to psychological 
anthropology, or the study of culture and its influence on personality 
appears to be reduced to the phrase "conditioning elements of further 
elements" and that the placement of the reference comes last in the 
statement, indicating perhaps the rank it occupies as a theme in 
anthropological study. The remainder of this chapter will shed 
further light on the reasons for this lack of priority on personality 
and motivation as important factors in the study of culture and 
cultural groups. 
^Ethnography, ethnology and social anthropology have been 
defined respectively as (1) "the description and analysis of recent and 
present-day ways of life," (2) "comparisons among these ways of life 
in search of broad historical developments," and (3) general princi¬ 
ples of human behavior." 
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Anthropological Study: A Perspective 
Whichever aspect of culture a particular anthropologist may wish 
to stress, there is a commonality which he shares with all other 
students of that discipline regardless of the specialization. As a 
scientist, the anthropologist seeks to accomplish highly accurate 
descriptions of the "collective personality" of a given people in all 
of the aspects of culture. In addition, he/she is motivated to 
achieve the highest possible degree of reliability and validity in 
conducting his/her research. 
The quality of anthropological fieldwork is determined only 
after repeated observation and only after, judged by the standards of 
the profession, the findings can be regarded as consistent predictors 
of the behavior of an individual member of that culture. 
In order to be optimumly scientific in their conclusions anthro¬ 
pologists have established a number of conditions for conducting their 
studies. These "basic working rules which distinguish anthropology as 
a science" have been simply stated by one social scientist as being. 
the necessity of studying as many phases 
of the community's life as possible; 
the necessity of objectivity, of recording 
what at first sight may appear obvious or 
trivial; 
the necessity for long periods of observa¬ 
tion; 
the importance of working through the native 
language -- quite aside from the necessity of 
recording the language as one aspect of the 
way of life. (Oliver, 1964) 
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Because their disciplines generally do not lend themselves to 
the use of the laboratory experimentation method, social scientists 
must rely heavily on the comparative method in connection with field 
studies conducted in accordance to the guidelines summarized above. 
These refinements in the study of culture are recent since anthro¬ 
pological studies were, until almost a century ago, incidental by¬ 
products to other enterprises. 
The first "anthropologists" known in the Western world were 
untrained in the research methods of modern social science. They can 
be classified as coming from three general fields of endeavor only 
distantly related to social science as it is known today. 
The first of these were world travelers who in search of adventure, 
wealth, or fame traveled to distant lands and brought back intriguing 
chronicles of other cultures. Marco Polo, Roman Empire emissaries, 
and the Crusaders exemplify this group. 
Another group of documentors of culture were the conquerors and 
explorers. From the new world, Spanish, French, English, Dutch and 
Portuguese explorers sent back to their governments extensive documen¬ 
tation on the native inhabitants of the lands they visited and colonized. 
The famed Archivo de las indias in Sevilla, Spain, is said to contain 
such voluminous reports that some of them have yet to be analyzed to 
any great depth. It is a historical fact that the writings of Reman 
Cortez, Fray Marcos de Niza, Juan Cabrillo and Fray Bartolome de las 
Casas, were used by the Spanish monarchs in the formulation of economic, 
political and military policy for the control of their colonies. 
Yet another category of students of culture have been the 
Christian missionaries who, imbued with religious fervor, have 
traveled to all parts of the world in their mission of changing 
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the spiritual beliefs -- and the behavioral manifestations of those 
beliefs -- of non-Christian peoples. 
Knowingly or not, these precursors of the modern anthropologist 
have contributed greatly to determining the fates of their objects of 
study. International military policy, trade agreements, colonization 
patterns and untold millions of dollars in church funds have been in¬ 
fluenced in great part by the results of their investigatory work and 
their descriptive reportages. 
The similarly utilitarian value of present-day cultural studies 
is also apprehended by the modern social scientist. E. A. Hoebel, a 
leading contemporary anthropologist, admits to this reality in the 
introduction to a recent anthropology textbook: 
Man deserves study for his own sake, even if it 
were to bring no more reward than satisfaction 
to the probing curiosity of mind. Out of such 
study grows knowledge, and out of such knowledge, 
grows the power to modify nature and influence 
man's destiny. (Hoebel, 1966) 
Most students of history agree that many attempts at "modification 
of nature" and "influencing of man's destiny" have at times occasioned 
war, famine, depletion of natural resources and bitter antagonisms 
among the governments of the world. 
But, lest the guiding motivations of anthropology be considered 
invariably malintentioned, it should be pointed out that clearly 
positive results can also be attributed to anthropological research. 
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A classic example is the impact that Margaret Mead's study of 
Samoan adolescence had on American psychology. 
Prior to Coming of Age Samoa (1928), it was widely held that the 
stresses and strains of American adolescence were a normal stage in the 
passage from childhood to adulthood. Mead argued that this turbulence, 
rebellion to authority and rejection of parental values -- the "genera¬ 
tion gap" -- are in fact due to the exigencies of American and European 
cultural patterns. 
By studying the progression into adulthood in a culture which was 
almost devoid of these stresses. Mead contributed greatly to a rethink¬ 
ing of adolescent psychology in the U.S. and to the subsequent emphasis 
on new ways of dealing with the culturally determined absence of "rites 
de passage" in the U.S. and Europe. 
For purposes of this study it is possible to say in summary, that 
the end result of many cultural studies has been the facilitation of 
intervention on the part of the researcher, or other representatives of 
his own culture, in the lives of his objects of study. Alternatively, 
it has been the extraction of new knowledge for the benefit of the 
researcher's own cultural group(s). 
In many cases the benefits which accrue to the society of the 
researcher are greater than those which inure to the benefit of his 
objects of study. The gains may be monetary, military or psychological 
and may occur even when the expressed purpose of conducting the study is 
perceived as purely scientific or philanthrophic. 
In this regard there is no genuine philosophical distinction between 
the desire to teach better methods of farming, irrigation, health care. 
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or literacy and seeking advantage in the world's markets, propagating 
the Christian faith, clothing people who have a tradition of going 
naked, or otherwise altering a group's preferred mode of nurturing 
themselves, relating to one another or expressing themselves through 
language. 
In each instance the indisputable fact is that a people's chosen 
ways of valuing, behaving and perceiving are altered to correspond more 
closely with those of other cultural groups. 
The fact that is important to this study is that it is difficult 
to separate out those motivations which may not have been foreseen or 
articulated at the time the cultural study is conducted from those 
which are specified. For our purposes the resultant implications of 
these studies to public education is of course the issue. 
Because of the covert nature of these dynamics it is important to 
note too the origins and chief political loci of anthropology as an 
applied science. 
It seems clear that modern anthropology is basically a Western 
discipline. Even a cursory perusal of the literature reveals that the 
directions, trends, methods, and philosophical bases emanate for the 
most part from the writings of academicians from France, the United 
Kingdom, Germany, and most importantly the United States. 
So much is the United States a patron of anthropology that it is 
not an exaggeration to suggest that American anthropologists are to 
anthropology as Jacques Cousteau is to oceanography, German scientists 
to nuclear physics, or Sigmund Freud to psychology. 
52 
Because of the dynamics of the cold war and the seeming polarity 
of political ideologies, Russian science has now joined in as an active 
participant in all phases of scientific study both natural and social. 
But basically, anthropology shares with the other sciences of the 20th 
Century a locus which is American and Northern European. This is under¬ 
standable since in modern times it has been the Western cultures, with 
their unparalleled affluence, who have been most able to afford the 
luxury of advanced and diversified scholarship. 
From an anthropological perspective it may be said that another 
reason emanates from the value system of Western cultures themselves. 
Although the pursuit of knowledge and information -- two terms often 
confused -- has been a characteristic trait of the homo sapiens species 
throughout its existence on earth, a greater cultural value is placed 
on this enterprise among the nations with more advanced technological 
civilizations. 
Historically, these nations have also been the ones who have most 
actively sought to propagate their own systems of values and practices 
to other societies. With schools being the primary means of cultural 
transmission (for enculturation and acculturation of children), the 
matter of curricular control is obviously critical to those groups who 
are not themselves the dominant forces in a society. 
This may be exemplified most objectively in the sciences than in 
the humanities with the example fulfilling the dual role of demonstrat¬ 
ing (1) value transmission as well as (2) a possible explanation of why 
Western cultures have been the most active practitioners of social 
science research. 
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It is an accepted fact that science thrives on Northern European 
and American soils* This can be attributed in large measure to the 
widespread acceptance of Aristotelean logic and philosophy as a founda¬ 
tional aspect of scholarly endeavors in Western societies for it is in 
the latter countries that these modes of thinking and perceiving have 
reached maximum expression and application. 
But this application of methods and principles from the pure 
sciences to social and cultural phenomena may be being made with a 
degree of impunity greater than it merits as will be shown in the 
following section. 
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Philosophical Bases of Social Science Research 
A probing analysis of this theme is provided by Norman De Witt in 
his "Organism and Humanism: An Empirical View." (1957) 
De Witt suggests as his thesis that: 
Organic concepts have been the basic tool of our 
academic succession since the fourth century B.C., 
or, in biological terms, they have been and still 
are implicit in the structure and function of our 
body of organized knowledge. 
However, when organic concepts are transferred from 
the field of biology to another field, the transfer 
may involve a sacrifice of empiricism. For this 
reason, organic concepts should be transferred with 
caution, and, equally important, with full awareness 
of their limitations as instruments of inquiry in 
fields which are not concerned with biological 
organisms. 
. . . the information produced by systematic inquiry 
may be true -- that is, empirically verifiable -- 
and at the same time predetermined in range and 
nature by its relation to our initial concepts. 
De Witt maintains that most, if not all present methods of 
scientific study -- historical methods, analytic methods, comparative 
methods, definitions by function, definitions by structure, reduction 
to the unique, classification, taxonomy, and so on -- all have their 
bases in Aristotelean philosophy and logic and are basically organic in 
, 9 
nature. 
^De Witt explains that "the adjective organikos in Aristotle 
frequently implies 'used as an instrument or tool . This will remind 
again of the strictly empirical relation of organic concepts in biology, 
(p. 179) De Witt's use of the term organic corresponds to this connot 
tion as much as it does to the modern biological sense of the word. 
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The characteristics of these organic concepts which are basic to 
all scientific study, are described by the author as follows: 
1. "An organic concept requires us to regard our 
object of study as a finite sum or whole, an organ¬ 
ized body with parts, so to speak, which can be 
referred to by one term, either linguistic or 
mathematical. 
2. "We can assume that the body or sum (not only 
exists but that it) is empirically finite... (and 
that it may be apprehended in one view and in a 
moment of time.) (parentheses mine) 
3. "The conceptualized or visualized object must 
have a certain mean magnitude, ... an object, actual 
or conceptual, which has no empirically determinable 
limits -- not infinite perhaps, but not empirically 
finite -- is ... incomprehensible in terms of 
ordinary, immediate visual experience. 
4. "... organic concepts are neat and orderly ... 
When we 'organize' a large number of individual 
items into one general body, or when we classify 
them, we are bringing order out of chaos, making 
sure that there is a place for everything and that 
everything is in its place. 
5. "(Since organic concepts stress instrumental 
aspects), this encourages us to derive information 
from a systematic explanation of function in 
ordinary experience. (This approach generates 
key questions about the object of study related 
to its instrumental functions: "What is it for?" 
"What does it ^?" The answers to these inquiry 
lines make sense only when they can be related to 
'ordinary experience' i.e., compared with other 
phenomena with which we are already familiar. 
(parentheses mine) (De Witt, 1957) 
If modern scientific methods of inquiry -- including those of 
anthropology -- are based on organic or Aristotelean concepts, it can 
be said that the above characteristics define them in the sense of 
establishing their parameters. 
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Clearly, all of the definitions of culture which have been examined 
thus far are cast uniformally within these constraints in the study 
approaches which they suggest. 
Thus: 
1. "culture is universal -- all men have culture 
and, therefore, share in a common humanity, 
2. "culture is organized -- there is a coherence 
and structure among the patterns of human behavior 
and meaning, and 
3. "culture is the product of man's creativity -- 
it is the collective experience and shared inter¬ 
pretations of that experience communicated within 
specific groups." (Velentine, 1968) 
When these assumptions are expanded and elaborated, there results 
an exponential increase in the complexity of studying culture but, more 
specifically, in the process of making comparisons between cultures 
and drawing conclusions from the comparisons since, the reference points 
for doing so are those derived from the culture of the researcher or 
interpreter. They are therefore empirically suspect if not decidedly 
weak bases for subsequent application or purposive intervention. 
Herskovits has pointed out the bases for this spiraling complexity 
by noting that: 
1. "Culture is universal in man's experience, 
yet each local or regional manifestation of it 
is unique. 
2. "Culture is stable, yet culture is also 
dynamic, and manifests continuous and constant 
change. 
3. "Culture fills and largely determines the 
course of our lives, yet rarely intrudes into 
conscious thought." (Herskovits, 1948) 
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The first statement is clearly a given. Anthropology would not 
exist were it not for this fact and the statement deserves no further 
discussion. The second and third statements however, are central to 
the purposes of this study as will be demonstrated in subsequent sections 
the second, because it speaks to the question of methodology in research 
and the third, because it poses the crucial question of the role of 
culture "as a basic concept in defining the discipline's territoriality 
in the realm of human behavior (learning) analys is." (Singleton, 1971) 
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Cultural Studies: A Profile 
Modern anthropological studies adhere faithfully in their configura¬ 
tion to the first four points outlined by De Witt in his categorization 
or organic concepts . 
Many cultural studies are insufficiently holistic. They have been 
designed as descriptive/predictive tools for the retrieval of information 
about the group values and practices of a collectivity without examining 
the significance of these behaviors to individual personalities and 
motivational patterns of the members of that collectivity. 
In difference to the prejudiced narratives of zealous missionaries 
and enthusiastic explorers, the modern anthropological writer integrates 
and analyzes his findings with the aid of scientific methods which lead 
to increased accuracy and utility. The "clients" of modern anthropolog¬ 
ical studies may thus expect to find highly reliable and valid assess¬ 
ments of a number of facets of the supposed collective personality of a 
people; information on which subsequent decisions may be made and direc¬ 
tions set regarding the allocation of academic, service or financial 
resources. 
The insights contained in such studies can be subsumed into three 
general categories of descriptive data for a given cultural group: 
A. Data related to the predictability of relations between man and nature. 
Information of this type reveals the patterns of behavior related 
to the fulfillment of the need to subsist. It includes information on 
the technology, dexterities, skills and states of knowledge with which 
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members of a culture usually seek food and shelter and otherwise trans¬ 
form the resources of nature to meet individual and community needs. 
Data related to the predictability of interrelationships between 
members (man and man'), of a cultural group. ^ “ 
An examination of common patterns of human interaction results in 
the formulation of statements about a people's social culture. Such 
statements reveal a people's approach to achievement and maintenance of 
social status, government and control of peers, family and community 
organization and generally, the entire spectrum of social (people to 
people), responses. 
C. Data related to more subjective aspects of both of the above. 
In this category are included intellectual and emotional aspects 
of life, rational attitudes and valuations. Additionally, there are the 
verbal and non-verbal habits, general knowledge, beliefs, and patterns 
for the formulation of normal (for that culture), behavior. In this 
category belong too religion, philosophy, art, tradition, codes, mores 
and play or recreation patterns. 
This tripartite classification scheme reduces to the smallest 
possible number of categories the elements of culture which have been 
determined to have the greatest utility to the student of culture and 
his diversified clientele. 
The findings of anthropological studies being as they are protected 
by the presence of a scientific method, are usually reported with straight¬ 
forwardness and alacrity. It is not uncommon in the literature to find 
cultural practices encapsulated into simplistic statements which 
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effectively "freeze" culture into diorama-in-print. Usually, these 
statements negate - or at best disregard - history and make it difficult 
to grasp a sense of the present-day dynamics of a people which could 
lead to a better understanding of the values and practices portrayed. 
The following examples are from a recent textbook in child psychol¬ 
ogy and were offered by the author to illustrate the range of child 
rearing practices around the world: 
The Lepcha tribe of India ... terminate nursing 
at age three, but often allow the youngest child 
to nurse until puberty. 
"(Among the Ashanti) ... if a girl has intercourse 
before going through puberty rites, both she and 
her sex partner may be punished by death. 
"The Ila-Speaking People of Africa consider that 
childhood is a time of preparation for adult 
sexuality among children. Few girls are virgins 
after the age of ten. 
"The Tchambuli present the example of sex role 
reversals as judged by our culture. The women 
are expected to be powerful and to take care of 
the important utilitarian aspects of living, 
while the men are expected to be timid, sensitive, 
dependent, artistic and concerned with the non¬ 
utilitarian aspects of life. People who deviate 
from these expectations are considered to be 
sexual deviates. 
"The Munddugumor make the adolescent's adjustment 
to independence and to establishing his own family 
difficult because of the quality of their family 
relationships. Hostile attitudes between family 
members of the same sex and poor husband-wife 
relationships are characteristic of their culture." 
(Walsh, 1967) 
Such intriguing descriptions of cultures far removed from one s 
own are more often than not accepted without question by the non¬ 
specialist. This is particularly true when that culture is inaccessible 
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by virtue of time or space, i.e. isolable. 
Often, the manner in which the cultures are presented is clearly 
condescending and illustrative of the reporters' ethnocentrism. 
When National Geographic reported (1972) on the "recently discovered" 
Tasaday tribe of the Philippines, a boldly lettered title introduced 
the STONE AGE CAVEMEN OF MINDANAO. The pages which follow are filled 
with full-page color photographs many with the subjects posed to portray 
a carefree near-animal existence. The caption on one such photograph 
casually describes 
Belayem, (a young bachelor lounging), in his 
own private cave, ... oblivious to such 
concerns. ... His major worry: lack of a 
mate. (National Geographic, 1972) 
62 
Traditional and Emerging Objects of Anthropological Study 
From its inception, anthropology has developed as the discipline 
most concerned with the study of isolable cultures, i.e., cultures 
which are far removed from those of the researcher's own. The most 
cursory examination of field research studies reveals that until 
recent years, the traditional targets of anthropological study have 
been primarily non-Western cultures; usually societies with low levels 
of technological development. 
These "primitive" peoples continue to be among the primary in¬ 
terests of contemporary anthropology. 
Douglas L. Oliver, in a recent anthropology text, explains that: 
Anthropologists occasionally cast their glance 
over Western civilization, but they are mainly 
concerned with the history of "historyless" 
peoples, with the economics of communities with¬ 
out price-fixing market institutions, with government 
and politics in'btateless" societies, with social 
relations in places where kinship usually out¬ 
weighs occupation, with the psychology of non- 
Westerners .. . (Oliver, 1964) 
An examination of the leading anthropological journals also reveals 
that the major effort has indeed been directed at the study of cultures 
which are non-contiguous to the mainstream of contemporary American 
life. Except for studies of American Indian cultures, the other 
minority groups in the U.S. are dealt with only sporadically in 
professional journal articles. 
'■®The American Anthropologist, Journal of the American Anthro 
pological Association, conducts extensive reviews of social 
Lokf. Several of those dealing with Chicanes have been reviewed in 
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Beginning in the middle 1940's a gradual change began to emerge in 
the selection of objects of study of American social science. Anthro¬ 
pology, along with the other social science disciplines began turning 
its attention to the study of cultural groups within the U.S. proper. 
First the American Blacks and subsequently other minorities were added 
as objects of study. Among the Spanish Speaking, Chicanos and Puerto 
Ricans became the principal focal groups with a small but impactful 
number of studies devoted to them. 
Concomitantly, a growing awareness of educational inequities, an 
increase in federal subsidies for domestic research and the passage of 
civil rights legislation contributed to the thrust for applying the 
findings of social science to other areas, principally education. 
This change in the selection of study-objects was characterized 
by the joining of forces of anthropology and sociology. This was no 
mere attempt at reconciling territoriality of academic interests. The 
union was dictated by a more pragmatic consideration; anthropologists 
specialize in the study of cultures other than their own while sociol¬ 
ogists are participant/observers who examine their own societies from 
the inside. 
By the early 1960's,when Chicanos followed Blacks into the nation's 
social action agenda, the students of the "science of society" had 
joined their colleagues from other disciplines in providing explanations 
for "Why Juanito can't read." Soon, social scientists and educators 
reached a consensual agreement that cultural considerations should 
become an integral part of educational program conceptualization and 
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design. Thus, culturally relevant became a popular phrase to describe 
curriculum, teacher training programs, classroom decor, and of course, 
people. 
Regretfully during this enthusiastic surge in social science 
research and application little was done to address the weaknesses 
inherent in the structures and functions of the methods employed or in 
their guiding philosophies. Nor was there any progress made in clari¬ 
fying the concept of culture or adapting it as a meaningful educational 
tool. 
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The Chicane in Social Science Literature 
The culture(s) of the Chicane has been studied primarily by WASP 
American social scientists and the American social scientists of this 
period were on the whole, Americans first and interpretative reformers 
second. They had seen their society and their culture weather two 
world wars and a crippling depression. They were products of a way 
of lifo which had proven itself successful and they were the envy of 
other nations in all aspects of scholarship and science research. 
The "greening" of a nation as described by Charles Reich (1971) 
was a newly planted seed which had yet to germinate. "Consciousness 
I" was only beginning its transformation into "Consciousness II" and 
the nation's scientific philosophers were as yet oblivious to the 
refurbished perceptual styles, the activism and the awareness-raising 
of the last part of the decade. (Reich, 1971) 
In short, the U.S., its institutions and scholars were under¬ 
standably ethnocentric. They believed in their government, their 
social patterns and their value system. If it is an exaggeration to 
suggest that they thought their culture superior to others, it would 
not be too subjective to suggest that they deemed it to be amply 
adequate. It was sufficently so, at least, to warrant using its 
values and practices as a basis or baseline against which to compare 
contiguous cultural groups: the "ordinary experience" base suggested 
by De Witt. 
Proof of this is the fact that the bulk of the combined efforts 
of anthropology and sociology vis a vis the Chicano have been 
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disappointingly uniform in their failure to provide more viable means 
for analyzing their culture(s). Almost without exception, their 
studies were no more than scientifically embarrassing repetitions of 
Southwestern Anglo stereotypes about Mexicans and Mexican Americans 
as will be subsequently demonstrated. 
The charactereologic listings so common in traditional anthropol¬ 
ogical literature run the proverbial gamut of the ridiculous to the 
sublime in their descriptions of Chicano lifestyles. 
The differences are usually limited to their tone. In some cases 
the conclusions are couched in cautious, non-inflammatory statements 
tending towards the humanistic and laudatory. 
John Haddox's Los Chicanos: ^ Awakening People (1970) is 
illustrative of this approach. At the risk of forcing the issue, it 
may be said that the title itself lends credence to Romano's (1973a,b,c,d) 
assertions of assumed "historylessness" or, worse yet, that it is 
remindful of the stylized caricature of the midday slumber under a 
cactus. 
According to Haddox's book, which carries the imprimatur of the 
University of Texas (El Paso), Chicanos are characterized by: 
"individualism, a sense of pride and a concern 
for personal dignity and honor... 
"... a special delight in and the creation of 
works of beauty. 
"... a strong sense of community, even as re¬ 
gards the ownership of property. 
(a tendency to) "devote more time to human 
relations than his Anglo counterparts and, 
while the latter usually idolizes youth, the 
Mexican American respects and admires age. 
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"... sensitivity to insult. 
"... the spirit of machismo (part of which) is 
an emphatic affirmation of the freedom and 
responsibility and unique value of the indi¬ 
vidual." (Haddox, 1970) 
At times, Haddox even extends the application of his generaliza¬ 
tions to other Spanish speaking people in the U.S., presumably to include 
Puerto Ricans, Cubans and others: 
"... the Spanish-speaking minority in the 
United States tend to value leisure as a 
worthwhile goal. 
"Another interesting contrast between Spanish¬ 
speaking and Anglo Americans consists in the 
fact that the former are often concerned about 
and influenced by tradition while the latter 
tend to champion modernity." (Haddox, 1970) 
Other writers exhibit less of a tendency to portray the Chicano 
as a paragon of human qualities worthy of widespread emulation. H. T. 
Manuel, in his Spanish Speaking Children of the Southwest (1965), 
summarizes the four-point value contrast reported by Florence Kluckhohn. 
(1961) The central themes and conclusions of that study closely 
parallel those of Haddox. 
In the Spanish-American culture she finds a 
"subjugation-to-nature" orientation, in contrast 
to a "mastery-over-nature" orientation in the 
dominant American culture. Thus in one culture 
there is a kind of fatalism in attitudes toward 
illness and death, with acceptance of these 
misfortunes as the "lord's will," but in the 
other culture there is a strong effort to control 
illness and prolong life. In "time" orientation 
the Spanish-American tends to value the present 
over the past or the future, but the American 
continually looks toward a better future. The 
Spanish-American, for example is less interested 
than is the American in accumulating property 
for future use or for handing down to future 
generations. A third difference is in "activity" 
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values. The Spanish-American values "being” more 
than "doing"; his activity is more likely to be 
a spontaneous expression of his impulses and de¬ 
sires. The American, on the other hand, values 
activity on the basis of what it will accomplish; 
he wants to get things done. A fourth difference 
is in a "relational" orientation. The Spanish- 
American traditionally accepts and depends upon 
the guidance and support of a father or older 
brother, a patron, or other person in authority. 
The American is more individualistic and assumes 
more responsibility for himself. 
In still other writings, a tone of greater objectivity prevails 
although once again, the alleged cultural attributes remain consistent 
with those found in the previous examples. Saunders, for example, lists 
the following "characteristics in which there is considerable variation 
between the Anglo and Spanish-speaking ideal": (Manuel, 1965) 
(1) "Unlike the Anglo, the Spanish-American or 
Mexican-American is likely to be strongly 
oriented toward the present or the immediate 
past. Anglos are oriented toward change and 
progress. The Spanish-speaking people, having 
had until recently little contact with change, 
find the old and tried more attractive than the 
new and unfamiliar. 
(2) "Anglos are doers and are preoccupied with 
success. Spanish-speaking people want 'to be' 
rather than 'to do.' Life in the villages did 
not stimulate a drive toward success. 
(3) "The Spanish-speaking people are more in¬ 
clined than the Anglo toward acceptance of and 
resignation to whatever may come to them. 
(A) "The Anglo has a greater preference for in¬ 
dependence. In harmony with relations in the 
village culture, the Spanish-speaking people 
accept the role of dependency as a quite natural 
relation." (from Saunders, 1954) 
In some studies there is an attempt made to "validate" conclusions 
from Mexican (national) literati. Samuel through the use of citations 
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Ramos (1951) and Octavio Paz (1959) are most often quoted as substantia¬ 
ting insiders to support the conclusions reached about Mexican Americans. 
All indications are that this is a questionable practice since the 
character of the Chicano is probably influenced as much by the environ¬ 
ment in which he has lived -- in some cases for more than three genera¬ 
tions -- than by the ways of life found in Mexico. It is important to 
note in this regard that according to a U.S. Census Bureau report (1969), 
some 807o of all Mexican-origin people are native born rather than Mexican 
immigrants. Cabrera (1971) has aptly noted thatmany cultural traits of the 
Chicanos may be "understood by what happens to the groups they belong to: 
trade union, Roman Catholic, hard-core poor, political minority group, 
and the like." 
There is no question too that cultural values and practices are 
also influenced by a number of other factors not the least of which are: 
1. Whether the language of the home is English or Spanish. 
2. Whether there is military service experience in the 
immediate family. This is one of the ways in which mem¬ 
bers of a poor minority expand their experiential base 
through the travel and mobility it provides. 
3. The number of generations of residence in the U.S. 
4. Whether he belongs to organized groups such as unions, 
social clubs, or recreational organizations. 
■ 5. The extent of formal schooling and whether it was had 
in Mexico or in the U.S. 
6. The socio-economic status of the family. 
7. Whether there has been inter-marriage with Anglos 
or other ethnic groups in the immediate family. 
8. What the racial/ethnic composition is of the 
school, neighborhood, community, etc. 
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9. The religious affiliation(s) of the immediate 
family particularly if it is other than Catholic. 
10. Whether there are any immediate relatives 
living in Mexico and contact with them is main¬ 
tained . 
Such elements as these (and others) do not enter into the surreal¬ 
istic philosophy of Paz or the Adlerian psychology of Ramos. Thus, their 
impressions of the rural Mexican Mexico has little application to the 
urban Chicano in the U.S. with his variegated ethnic experience and 
history. 
Unfortunately, such considerations have not deterred the proponents 
of "cultural disintegration": the notion that Chicano culture is a 
marginal phenomenon being basically deteriorating Mexican and inadequately 
American. 
When Haddox applies Ramos to the Chicano he is guilty of yet another 
methodological transgression. In trying to explain machismo, he explains 
that; 
Samuel Ramos has pointed out that even the most 
wretched Mexican peon can console himself by 
shouting that he has "many eggs." (Haddox, 1970) 
The literal translation of "having many eggs" for "tener huevos" 
does not escape notice nor does the methodological principle of learning 
and using the native idiom of the people under study. In Mexican vernacu¬ 
lar Spanish, huevos (eggs), is a euphemism for testicles. Thus, the 
phrase can only be rendered in American English by an idiom: "to have 
guts" or "to have lots of balls." 
Generalizations, simplifications, non-sequiturs and hasty conclusions 
j are by no means the exception in the sociological and anthropological 
' literature on the Chicano. 
I 
1 
I 
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A thorough review of such literature will not be attempted here, 
however, since it would provide no additional insights in the develop¬ 
ment of the study. The interested reader is referred to existing reviews 
which cover the subject much more extensively than would be possible 
here. (Vaca, 1970: Alvidrez, Montiel, Moreno, Romano, 1973) 
It is important nevertheless, to point out the themes and conclu¬ 
sions which are most prevalent in the better known works published 
since 1950. (Edmundson, 1957; Haddox, 1970; Heller, 1968; Kluckhohn, 
1961; Madsen, 1964; Samora and Lamanna, 1967) 
The bulk of the literature examined concurs in attributing the 
following traits to the culture of the Mexican American: 
1. Strong family ties which hinder mobility 
and consequently, economic advancement. 
2. An exaggerated sense of honor which inhib¬ 
its competitive interaction with Anglo-Americans 
for fear of conflict and/or embarrassment. 
3. The cult of machismo or male supremacy in 
all matters sexual or social. 
4. A strong sense of individualism which inhib¬ 
its the formation and/or maintenance of formal 
organizations for improvement of socio-economic 
and political conditions. 
5. A present-time orientation which hinders 
planning and working toward time-distant goals. 
6. Prevalence in the use of Spanish and reluc¬ 
tance or inability to learn English. 
7. Superstitiousness regarding many aspects of 
medical, sexual and interpersonal matters. 
8. Fatalism or resignation to fate. Submissive 
acceptance of bad luck in all aspects of life 
and living. 
9. Apathy, based in part on an unv7illingnes8 to 
depart from traditional norms, values, and be¬ 
havior patterns. 
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10. Prevalence of envy towards other Mexican- 
Americans who work for improvement of their own 
socio-economic status and a tendency towards 
uncooperativeness for fear of the envy of others. 
11* Indolence, as a by-product of a tendency 
'to be' rather than 'to do.' 
Romano has concluded that: 
It is clear from these statements that contem¬ 
porary social science views of Mexican-Americans 
are precisely those held by people during the 
days of the American frontier. In short, there 
has not been any significant change in views toward 
Mexican-Americans for the past 100 years. (Romano, 
1973a) 
A perusal of Cecil Robinson's classic With the Ears of Strangers 
(1963), a comprehensive review of the Mexican and Mexican American in 
popular literature, tends to substantiate this allegation. It is note¬ 
worthy too that the conclusions in the literature reviewed do not differ 
in any substantial way from those reached in 1934 by the sociologist, 
Emory Bogardus or by Alfred White in 1923. 
In recent years a growing dissatisfaction with these traditional 
methods and interpretative styles has been evidenced among a small 
number of social scientists. The dissenters have yet to make a substan¬ 
tial impact on their discipline but it is likely that at the very least, 
they will succeed in helping to bring about a reevaluation in the tradi¬ 
tional approaches to the study of acculturation and the orientations of 
culture group studies in the years to come. 
In the following chapter some of these incipient trends and per¬ 
spectives will be examined. In addition, an attempt will be made to 
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show how these, as well as the more traditional views, have influenced 
(or might influence) the philosophy and design of educational programs 
for Mexican Americans. 
CHAPTER III 
It is patently clear that the most significant -- though not always 
beneficial - contribution of the social sciences as regards the Chicano 
and his culture(s), has been the negativistic concept of "cultural 
disintegration with full assimilation or "Americanization" suggested 
as the only desirable alternative. 
Paralleling this is the concept of "culture of poverty" which holds 
that low socio-economic standing, prolonged over several generations, 
causes a socially pathological inability in the person who belongs to 
that group to participate fruitfully in the dominant society. In and 
of itself, the latter is not a wholly unfounded concept since it is 
recognized that poverty does bring deleterious effects both to the 
individual and to the society. It is rather the underlying presumption 
that cultural differences are synonymous with cultural disadvantagedness 
and deprivation which have dictated the unproductive educational practices 
that have been followed to date. 
Social science research with its tenacious adherence to the methods 
and principles of anthropology thus accounts for the various philosophies 
which have guided the formulation of educational programs for Mexican 
American children. 
These guiding philosophies may be summarized as being; 
1. The belief in differentiated racial psychology 
which attributes inherently inferior intellectual 
status to Indians, Blacks, Chicanos and Puerto 
Ricans. 
2. The belief that language differences explain 
the lack of school success of Chicano children. 
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3. The belief that "cultural deprivation" -- 
lack of books in the home, lack of stimula¬ 
ting conversation, lack of exposure to 
classical music, etc., -- underlies the 
slow educational progress of the minority 
child. 
In all of these approaches, many of which are still being actively 
promoted, the culture of the Chicano is cast as a decidedly negative or 
even a pathological phenomenon. 
This being the case, it follows that the implied educational 
response should be one of changing the child and his/her culture(s) 
since it is assumed that the child brings the handicaps with him/her 
in that they are a part of his/her life styles and upbringing. This is 
an approach which has been candidly characterized by a leading Chicano 
educator as being, "rather like suggesting that if a pair of shoes 
don't fit, one should change feet." (Cardenas, 1972) 
Although Title I of the Elementary and Secondary Education Act of 
1965 is acknowledged as the prime national response to this "problem," 
the concept of remedial or compensatory education was by no means 
ushered in the federal education laws of this period. The notion was 
very much in evidence prior to that time in the treatment of the alleged 
"language barrier" long thought to be the crucial problem in the educa¬ 
tion of the Chicano child. 
^^For a cogent analysis of this approach and its societal 
implications see Baratz and Baratz (1971), and Ryan (1971). 
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Thus, in each of a series of stages for dealing with the "language 
problem," remediation was (and in many cases still is), implied. This 
becomes apparent in reviewing the main thrusts of each of the approaches 
which were instituted to resolve it. 
1• Language of instruction limited exclusively to English. 
During this period, it was assumed that if a child ceased 
to speak Spanish and concentrated on learning English, his 
"learning problems" would be alleviated. The intensity of 
this feeling was reflected even in school law. In some 
states it was expressly forbidden by law to use any lan¬ 
guage other than English for instruction.^2 
From an historical perspective, it is interesting to note 
that this period was characterized by equally strong feel¬ 
ings of nationalism, expansionism (Manifest Destiny), 
and ethnocentrism. 
President T. Roosevelt was a trend setter with his frequent 
pronouncements on the subject: 
... any man who comes here... must adopt the 
institutions of the United States, and there¬ 
fore he must adopt the language which is now 
the native tongue of our people, no matter 
what the several strains of blood in our veins 
may be. It would be not merely a misfortune 
but a crime to perpetuate differences of 
language in this country... 
We should provide for every immigrant by 
day schools for the young and night schools 
for the adult, the chance to learn English; 
and if after say five years he has not learned 
English, he should be sent back to the land 
from whence he came. (Roosevelt, 1917) 
2. Vocabulary development in English emphasized. 
This approach was best exemplified by the "Little Schools 
of the 400" in the state of Texas. A statewide program 
initiated by Spanish-speaking civic groups was developed 
^^In Texas,a statutory prohibition against the use of another 
language for instruction existed until 1970 when two Chicano legislators, 
Joe Bernal in the Senate and Carlos Truan in the House, led a successful 
fight for amendment of the criminal code to allow bilingual education. 
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to teach Chicano children the 400 most common words in 
the English language. Presumably this would facilitate 
their entry into school and monolingual English instruc¬ 
tion. Although somewhat naive in the light of modem 
advances in language teaching/learning, the approach is 
still a part of many summer school programs, enrichment 
and tutorial efforts, and early childhood activities in 
many schools. 
3. English-as-a-Second Language (ESL) instruction. 
This approach came into popular usage in the early 1960*s 
as a consequence of the much-publicized success of the 
U.S, Army Language Schools and after the audio-lingual 
method had become well established in foreign language 
education. ESL was based on sound hypotheses and theorems 
but proved only slightly more successful than traditional 
methods in that it struck at purely linguistic issues. 
Furthermore, their application to the education of young 
children is suspect since the methodology was originally 
designed to teach languages to highly motivated adults. 
The most salutory effect of this approach was no doubt 
the concentration of attention on the processes of 
language teaching and learning and the resultant re¬ 
alization that the "language barrier" was more a 
symptom of incompatibilities between the school and 
the learner than it was a child-based anomaly. 
4. Bilingual education. 
Bilingual education originated in the mid-60's in 
several school districts in Texas and Florida and 
quickly grew to all parts of the nation having large 
Spanish-speaking concentrations. It was considered 
revolutionary although in truth it was revolutionary 
only by American standards, since bilingual (and even 
multilingual) education has been standard educational 
practice in other countries for many years. 
Bilingual education improved on ESL in that it formally 
recognized the common sensical concept of teaching the 
child in the language he/she can best understand, i.e., 
Spanish, at the same time that he/she is taught a second 
language. 
A serious weakness of many programs of this type has been 
their tendency (implicit or explicit), to use Spanish 
as a transitional step to English thus relegating the 
home language to a secondary position and not capita 
izing on its usefulness as an important tool for 
affective and cognitive growth in the child. (M.G.L.A.) 
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Current Trends and Issues 
During the last decade a strong dissatisfaction with anthropology- 
based directions has led to the search for alternative approaches to 
theory construction as regards the influence of culture in education. 
The central theme in these research and philosophy ventures has 
been the basic question of whether there are in fact two separate and 
distinct "cultures"; the Chicano and the Anglo, or whether the distinc¬ 
tions are sufficiently blurred and non-heuristic as to warrant a new 
conceptualization of the role of "culture" in curriculum design. 
When Kroeber and Kluckhohn's comprehensive definition is reduced 
to its essentials and its syntax is simplified, it may be re-stated as: 
... standards for deciding what is, standards for 
deciding what can be, standards for deciding how 
one feels about it, standards for deciding what 
to do about it, and standards for deciding how 
to go about doing it. (Goodenough, 1963) 
This restatement lends support to the charactereologic listings so 
common to anthropological studies: the identification of standards. 
Conversely, the listings clearly attest to the aptness of the definition 
in its description of the nature of "culture". This concordance 
appears to make more feasible a positive answer to the question of 
whether there are two distinct phenomena which might be called Chicano 
culture and Anglo culture. It is expected that certain patterns or 
standards of behavior are more common to Chicanos than to Anglos. The 
converse might also be assumed to be true. 
This position however, becomes increasingly difficult to support 
when one considers that as the groups in question co-inhabit increas- 
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ingly greater territory, they may "rub-off" on each others traits and 
characteristics which may then be even further modified through the 
interaction process itself. 
In this regard it is important to note too that 807. of all Chicanos 
are native born. Likewise, 807. are urban dwellers. (U.S. Dept, of 
Com., 1969) It is unlikely therefore, that any cultural studies which 
rely heavily on rural samples or which are set within the Mexican 
nation itself, could be used to describe the Chicano and his lifestyles 
in the urban centers of the U.S. Such an extension of applicability 
would result in a gross violation of research principles. 
Much of the research cited in the previous chapter was (1) con¬ 
ducted in rural areas, (2) contained data from very small samples, 
and (3) with only one exception, was over ten years old. 
According to Carter; 
... those common beliefs... about (Chicano) 
children; (1) are based on little if any, 
current objective evidence; (2) are derived 
from older, though probably valid ethnographic 
descriptions of rural "folk culture"; (3) 
demonstrate little insight into the nature of 
culture, society or language; (4) describe one 
monolithic Mexican American culture, when in 
reality, great diversity exists; (5) picture 
a static minority culture, changing little 
over time; and (6) correspond beautifully 
with the common Anglo stereotype of "Mexicans" 
in general. (Carter, 1970) 
After examining an extensive sample of the literature it can also 
be argued that in addition (7) they ignore or misinterpret the socio¬ 
economic determinants of behavior and simply ascribe these patterns to 
the mere fact of being Mexican American. Equally serious is the ten¬ 
dency in some studies to (8) equate Mexican with Mexican American and 
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to analyze 
Lewis) who 
Chicano life using the conclusions of those (Paz, 
have studied the Mexican vs. the Mexican American 
Ramos, 
people. 
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Differences Attributed to Socio - Economic Factors 
In A New Look at the Attributes of the Mexican American (1959) 
Casavantes suggests that there are certain charactereologic traits or 
personal life-styles which may be attributable to Chicanos as a con¬ 
sequence of living in poverty. Interestingly, the author adopted his 
list from a similar listing of characteristics of white lower-blue- 
collar groups. The significance of course, is in the implication that 
a group of people may have traits and life styles which differ from 
those of the White Anglo Saxon Protestant middle class simply because 
its members are not middle class. 
In the same work, Casavantes presents an analysis of "structured- 
demographic attributes of the majority of Mexican Americans" (emphasis 
mine). Among these are: 
1. The majority have come, or have had parents or 
grandparents who have come, from Mexico. 
2. They speak the Spanish language and, as a con¬ 
sequence, may have an accent which is a distinguishing 
feature. 
3. They belong to the Roman Catholic church, and 
consequently much behavior is aligned with the 
practice of Catholism. 
4. Many have darker skin coloration, dark hair, 
and brown eyes, thus creating high visibility. 
5. Between 30 and 40 percent of the families earn 
less than $3,000 per year, (and) thus may be said 
to be living in ... poverty. 
Carter (1970) reduces the differences even further and concludes 
that it is possible to make only three generalizations about the 
Chicano: 
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1. He tends to be poor. 
2. He tends to speak Spanish. 
3. He tends to be Catholic. 
In a similar vein, Mercer's research (1972) suggests that school 
performance as measured by standardized IQ tests is the result of socio¬ 
economic differences between Chicanes and Blacks on the one hand and 
middle class Anglos on the other. In their much publicized study 
Mercer and her colleagues concluded that when socio-economic factors 
are controlled, the median IQ of Chicano and Black children is 104.4. 
The study suggests that when students come from a socio-economic 
milieu which tends towards middle class Anglo modalities the differences 
in IQ disappear. The following five modalities were identified as being 
the determinants of normal performance: 
1. Children came from uncrowded homes (less 
than 1.4 persons per room). 
2. Children had fathers who were reared in an 
urban environment (over 10,000 population), and 
who had a ninth grade education or more. 
3. They live in a home which speaks English all 
or most of the time. 
4. They are members of a family which owns or 
is buying a home. 
5. They have mothers who expect their children 
to have at least some college education. (Mercer, 1972) 
In summary, although the implications of Mercer's research are of 
great significance in other respects, it can be said that except for 
language, cultural differences have no effect on the IQ test performance 
of Black and Chicano children. 
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In reviewing the preceding research, it appears that there are at 
least four general schools of thought on the question of cultural 
influences of culture on school performance. 
The first, which was reviewed in Chapter II, has been commonly 
referred to as the social pathology model and is by far the most wide¬ 
spread. It attributes a negative causal effect to cultural differences 
"discovered” through traditional social science research methods. 
The school represented by Mercer, Casavantes and Carter tends to 
minimize the effects of cultural differences and their very existence, 
and places greater emphasis on socio-economic determinants of school 
behavior while rejecting in large measure, the enduring nature of the 
pathology suggested by the advocates of the "culture of poverty." 
In the following sections two other views will be examined. 
The first will be referred to as the Benign Differences Model. It 
suggests that while cultural differences do exist they are not inherent 
deterrents to learning unless they result in incompatibilities which are 
not reconciled by the educational system. 
The second will be subsumed under the label of biculturism. This 
view is predicated on an alleged 
... central theoretical weakness of the "difference 
model" (which) is an implicit assumption that dif¬ 
ferent cultural systems can enter the human expe¬ 
rience only as mutually exclusive alternatives, 
never as intertwined or simultaneously available 
repertoires. (Valentine, 1971) 
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Cultural Differences as Benign Phenomena 
A considerable body of literature has begun to emphasize that 
cultural differences do in fact exist and should be incorporated into 
the conceptualization and planning of educational programs for Chicanos. 
R. T, Brishetto and Tomas Arciniega (1972) have attempted to analyze 
these emerging views in a classification scheme based on the "perceived 
determinants and consequences of Chicano student life styles." 
According to Arciniega's (1972) exposition: 
... the various educational approaches to the 
education of Mexican Americans can be concep¬ 
tualized along two basic continua. The first 
involves the stand taken by the school toward 
the cultural background of the student. Mexican 
American subcultural group affiliation can be 
viewed as chiefly eufunctional or largely 
dysfunctional in relation to the educational 
goals set for most students by the school. Or 
... stated more simply, ... the school can look 
positively or negatively at the consequence or 
effect of Mexican American group membership on 
student achievement and performance. Secondly, 
school approaches can be classified in relation 
to views held regarding the causes of Mexican 
American life styles; thus, in addition to 
viewing subcultural life either positively or 
negatively, educators may view the causes of 
student performance as being primarily internal 
or external. 
The internal-factors viewpoint emphasizes factors 
indigenous to minority-group life and culture. 
Culture is viewed as persistent and self-perpetuating 
with cultural patterns transmitted within the group 
from one generation to the next. 
The external-factors viewpoint emphasizes the social 
and economic circumstances imposed on Mexican 
Americans by virtue of their group's comparatively 
lower "status" and "class" situation in U.S. society. 
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Arciniega suggests that by juxtaposing the external-internal 
continuum with the positive-negative one, a four-fold classification 
scheme for analyzing educational approaches to the education of the 
Mexican American will emerge. (See Figure 2 on the following page.) 
As can be readily seen, two of the four cells in the matrix are 
generated by the disadvantagedness" viewpoint derived from anthropolog¬ 
ical and sociological studies of Mexican Americans. 
Carter (1971) has cautioned that the schema "suffers from the 
problems of oversimplification and polarization inherent to all such 
schema..." This admonition has been acknowledged by Arciniega and 
Brishetto in their latest elaboration of the schema published in 1973. 
... typologies seldom produce complete classifica¬ 
tions. It should be recognized that life styles 
have multiple determinants and multiple consequences. 
Chicano life styles are influenced both by forces 
from within such as the family and group culture 
and by external forces such as the restraints of 
the educational and economic systems. Likewise, the 
consequences of Chicano life styles may be seen as 
both functional and dysfunctional for achievement 
in the wider society. Hence it may be that the most 
realistic view of Chicano life styles is a mixed 
view which considers both internal and external causes 
and positive and negative consequences, (emphasis 
mine) 
It may be said that by this admission Arciniega and Brishetto 
have joined the advocates of biculturism which will be examined in a 
later section of this chapter. For purposes of "identifying extreme 
positions which serve as guidelines for evaluating various approaches, 
however, their schema will be utilized here for examining the views of 
the advocates of benign cultural differences. 
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Among a number of social science critics within the ranks of 
Chicano academicians, Octavio Romano, a sociologist from UCLA Berkeley, 
has been among the most vocal. In 1967 he founded El Grito: A Journal 
of Contemporary Mexican American Thought, in numerous and well docu¬ 
mented articles he has since criticized his discipline incessantly for 
its continued acceptance of the concept of culture as a passive and 
unchanging phenomenon. 
In his words 
The social science concept of Traditional Culture 
is a passive concept -- scientifically, philosoph¬ 
ically and empirically equipped to deal with 
human beings only as passive containers and retainers 
of culture. In the United States, all social science 
studies of Mexican-Americans have blindly relied upon 
this totally passive concept of Traditional Culture 
in order to, (1) describe the foundations of Mexican- 
American culture, (2) to "explain" the existence of 
Mexican-Americans over time, and (3) to use the idea 
of Traditional Culture as a final cause of empirical 
life. For these reasons, social science studies have 
dealt with Mexican-Americans as an ahistoric people — 
with a place in history reserved for them only when 
they undergo some metamorphosis usually called accult¬ 
uration. ... According (to this view) Mexican-American 
culture represents a retreat, whereas acculturation 
represents creativity and change. (Romano, 1973a) 
A central theme in Romano's thesis is that the cultural survival 
of Chicanos, i.e., the refusal to melt into the "melting pot", is a 
natural phenomenon with many parallels in history as well as in the 
contemporary world. Romano postulates that the traditional anthropolog' 
ical view of Chicanos errs in that it is based on presuppositions of 
(1) historylessness and (2) uniqueness as a cultural phenomena, neither 
of which are valid. 
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•.. the current Chicano/Mexican American emphasis 
on self-ethno-cultural longevity has many antece¬ 
dents in history as well as numerous counterparts 
in today's world. This condition runs strikingly 
counter to the prevailing anthropological and 
sociological writings about Mexican-Amerleans, 
writings which overwhelmingly assume a relatively 
simplistic assimilationist-ideological posture 
rather than an analytical framework based on 
empirical realities and/or historical parallels. 
(Romano, 1973c) 
It is this philosophy, asserts Romano, that has led to the theory 
of acculturation in common use in American social science today; "a 
bi-polar model of unidirectional cultural and social change accompanied 
by the ultimate and total disappearance of one of the poles..." (Romano, 
1973c) 
Romano shares with his estranged colleagues a belief in cultural 
differences between Chicanos and Anglos. Unlike them however, he (1) 
suggests great pluralism and diversity among Chicanos, (2) ascribes the 
differences to historical antecedents, and (3) rejects their assumption 
of WASP culture(s) as normative baselines against which to make 
comparisons. 
Because of limitations of time, space and scope it is not possible 
to elaborate Romano's seminal views and to do so adequately in this 
review. Two of his articles have been identified as most representative 
and are suggested to the interested reader for a more comprehensive 
treatment. In them, Romano (1973a, 1973b) develops fully the alterna¬ 
tive themes of 
Indianist philosophy, Confrontationism. Cultural 
Nationalism based on Mestizaje with trends toward 
Humanistic Universalism, Behavioral Relativism, 
and Existensialism. (Also) Assimilation, Mexicanism, 
Realigned Pluralism, and Bi-Culturalism. 
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Romano's views are similar to those espoused by the advocates of a 
£ositive-external perception of the nature and effect of Chicano culture. 
Arciniega and Brishetto explain that 
This view holds that Chicano student life styles are 
functional adaptations to primarily external con¬ 
straints. Culture, from this perspective, is dynamic 
and adaptive. Chicano culture is the result of 
generally successful attempts by Chicanos to cope 
with certain structural and environmental condi¬ 
tions. ... This view of Chicanos as "copers" is 
implicit in Romano's notion of an "historical 
culture" which results from an "historical con¬ 
frontation with life." Romano rejects the pejora¬ 
tive stereotype of a monolithic "traditional 
culture" in favor of "a more realistic concept 
of multiple histories and philosophies" that develop 
out of different situations within which Chicanos 
carve out their histories. (Brishetto and Arciniega, 
1973) 
Juan Aragon, who directs the Cultural Awareness Center at the 
University of New Mexico, tends toward the positive-internal in his 
treatment of cultural considerations and their implications for schooling. 
Some examples from a recent article serve to illustrate this philosophy; 
A teacher who advises the Pueblo Indian child to 
prepare himself to compete in the socio-economic 
mainstream of American society does not only fail 
to understand the concept of competition in the 
Pueblo value structure, but he fails to understand 
that the mobility required to fully function (in 
this way) is contrary to the Pueblo's feelings for 
land and his relationship to it. The teacher who 
implies that his Spanish-speaking client acquire 
sophisticated attributes fails to understand that 
the word "sophisticated" is permeated with negative 
overtones in the Spanish language. 
... there is a cultural difference between "My 
name is John" and "yo me llamo Juan. The first 
is a scientific, encyclopedic, and objective 
statement of fact; it transmits information 
only. The second transmits the same informa¬ 
tion, but in addition the statement is a philo¬ 
sophic posture, indeed a challenge, "I choose to 
call myself 'Juan'." 
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J. F. Kennedy appointed his brother to be his 
chief legal advisor. The Chicano community 
understood and applauded. The WASP community 
was shocked and dismayed. ... Nepotism is 
considered by some to be unethical. In other 
cultures nepotism is a value. The function 
of power, status and prestige may be to help 
those one loves and trusts. (Aragon, 1971) 
According to Arciniega's typology this view contends 
... that Chicano life styles constitute a dis¬ 
tinct culture which provides a satisfying way 
of life for its members. Chicanos are seen as 
having a culture that is superior in many ways 
and must be preserved. This view is found in 
the writings of cultural relativists who point 
out the inherent value of minority group life 
styles. 
Many Chicano writers themselves have made a con¬ 
certed effort recently to shift the predominant 
emphasis on "cultural deprivation" toward a 
positive view of Chicano culture and group life. 
The positive aspects of Chicano life styles have 
often been made to look particularly attractive 
when contrasted with the (more) negative aspects 
of the dominant Anglo culture. (Brishetto and 
Arciniega, 1973) 
The positive-internal view has found strong favor with many minority 
students and scholars as well as with social change agents and even 
some educational institutions. In 1972, the American Association of 
Colleges for Teacher Education adopted a position paper entitled "No 
One Model American...," and has urged all member colleges to promote 
the concept with vigor. (See Appendix III.) Likewise, the influential 
National Education Association which has over one and one-half million 
members has endorsed the concept through representative assembly votes 
and programmatic activities. 
Stephen and Joan Baratz have applied the cultural differences 
model to the education of Black children focusing on the legitimacy of 
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using "Black English" for instruction in the classroom. (Baratz and 
Baratz, 1970) 
Gonzales has adapted the Baratz' approach and is currently develop¬ 
ing a scheme for applying it to Chicano education. (Gonzales, 1974) 
A new and intriguing line of inquiry has also been initiated during 
the last five years by a group of researchers who argue that there are 
inherent differences -- culturally induced -- in preferred styles of 
relating, communicating, problem-solving, evaluating and incentive- 
motivation among different ethnic groups in the U.S. 
This line of research was influenced by the findings of Lesser 
(1965) who 
determined that members of different ethnic groups 
exhibit different patterns of intellectual ability, 
each group achieving better in some areas than in 
others. First grade children of four cultural 
groups, Chinese, Jewish, Black and Puerto Rican, 
were tested. The results showed that the intellec¬ 
tual pattern held across socio-economic groups 
within the same culture. For example, the findings 
showed that Jewish children performed best on tasks 
of verbal ability and had difficulty on tasks of 
space-conceptualization, while the reverse was true 
for Chinese-American children. These findings 
imply that intellectual patterns observed in these 
cultural groups are manifestations of culturally 
1 unique learning styles. 
I 
Additional research support has been lent this approach by Kagen 
and Madsen (1971) in their study of incentive-motivational styles. In 
that study, the levels of cooperation vs. competition among Anglo, 
I Mexican, and Mexican American children were studied. 
1 
' When rewards could only be achieved when two 
children working together on a task cooperated 
with each other, Mexican children were most 
' cooperative, Mexican American children were next 
' most cooperative, and the Anglos were the least 
I 
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cooperative of all. When, in turn, rewards were 
offered for competitive performance between 
children on the same task, Anglo children were 
more competitive than either Mexican or Mexican 
American children. These findings document 
cultural differences in motivational orientation. 
It would appear that Anglo children have a history 
of being reinforced for achievement through 
competition, whereas Mexican and Mexican American 
children are reinforced more frequently for 
achievement through cooperation. (Kagen and 
Madsen, 1971) 
Canavan (1969) and Ramfrez, Price-Williams, and Beman (1974) have 
pursued similar studies on incentive-motivational, human relational and 
cognitive styles of Chicano children. 
Their findings indicate important differences in factors such as 
field-dependency vs. independency, role of family in motivational 
orientation and the need for authority figures (need succorance). 
Chicano children were found to have the following characteristics: 
1. They were more field-dependent than Anglo children. 
2. They showed a greater need for authority figures in 
order to succeed at their tasks. 
3. They were more influenced by family in their moti¬ 
vation to succeed. (Ramirez, 1972) 
These findings acquire greater significance in light of Di Stefano's 
(1970) conclusions that typically, American schools are characterized 
by teaching/learning strategies which are the polar opposites of those 
found in young Chicano children. 
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Biculturation 
In May, 1971, Harvard Educational Review published an article by 
Charles A. Valentine which at once perturbed many contemporary educa¬ 
tional thinkers and brought on a renewed interest in the concept of 
biculturism. 
Valentine's thesis was that both the deficit (social pathology) 
model and the cultural differences model were inadequate for the analysis 
of Black American life styles. According to Valentine, most Blacks are 
least passively -- bicultural, that is, they are simultaneously 
committed to both ^ Black culture and to Euro-American values and 
practices. In addition, he suggested that no such thing exists which 
might be called Black culture since the backgrounds of Black cultural 
groups in the U.S. are numerous and diverse. According to this author, 
"our current field work in a single urban community has so far produced 
evidence of some fourteen different Afro-American subgroups with more 
or less distinct cultures, as well as nine other non-Afro-ethnic groups.' 
In summary, Valentine (1971) argues that 
... the collective behavior and social life of the 
Black community is bicultural in the sense that 
each Afro-American ethnic segment draws upon both 
a distinctive repertoire of standardized Afro- 
American group behavior and, simultaneously, patterns 
derived from the mainstream cultural system of Euro- 
American derivation. Socialization into both systems 
^Valentine's list of Afro-Americans (sic) in the U.S.; 
Northern-urban U.S. Blacks, Southern-rural U.S. Blacks, Anglo-African 
West Indians, Guyanese, Surinam Takitaki-speakers, West Africans, 
Haitian Creole speakers. Other French West Indians, French Guianans, 
Louisiana Creoles, Black Cubans, A-B-C Islander Papiamento-speakers, 
Black South Americans, Panamanians. 
13 
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begins at an early age, continues throughout 
life, and is generally of equal importance in 
most individual lives. 
In documenting the assertion that "cultural commitment" is not a 
mutually exclusive process as is generally assumed, Valentine notes 
that the notion of biculturism has also been seen to operate with 
American Indians. 
Steven Polgar ... found that people living on an 
Indian reservation regularly go through a process 
which he termed "biculturation." That is, they are 
simultaneously enculturated and socialized in two 
different ways of life, a contemporary form of 
their traditional Amerindian life-ways and main¬ 
stream Euro-American culture. (Valentine, 1971) 
The relative newness of this concept is apparent in the dearth of 
literature devoted to its treatment. The few authors who were found 
however, demonstrate an amazing commonality in their views on the sub¬ 
ject . 
In much the same way that Romano rejects the "bi-polar" model of 
acculturation -- which holds that Chicanos are involved in a uni¬ 
directional transition between "being Mexican" and "being American" -- 
Gluckman (Mayer, 1962) opposes the notion of "de-tribalization" which 
is used to explain the alleged trauma which tribesmen undergo in passing 
from tribal to urban environments. In its place Gluckman proposes an 
"alternation model" in which "the native switches freely back and forth 
between the two cultures -- tribal and urban" -- depending upon where 
he is. This view has also been referred to as "situational selection". 
(Lebra, 1972) 
Malcolm McFee further elaborates this view and in effect, makes 
positive the traditionally negative concept of "marginality". His 
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thesis is presented in an aptly titled article: "The 150?„ Man, A 
Product of Blackfeet Acculturation". (Lebra, 1972) 
An analysis of McFee's thesis is found in Sugiyama Lebra (1972). 
McFee replaces the "continuum model" with what 
he calls the "matrix model" in analyzing the 
acculturation of Blackfeet Indians. While 
the continuum model assumes the linear change 
from the more Indian to the more white cul¬ 
ture, the matrix model suggests all four pos¬ 
sible combinations of the two cultures in 
terms of two degrees, high and low — high in 
white orientation and low in Indian; low in 
white and high in Indian; low in both; and 
high in both. Among all the four possibili¬ 
ties, the author singles out the last one, 
namely, "high in both Indian and white cul¬ 
ture," as the main point of argument. The 
Indian of this type is more than a culture 
container, and scores more than 100 percent 
-- the very point of the title of the article 
... McFee refutes the "container error" which 
he claims is implied in the continuum model. 
Sugiyama Lebra has himself proposed an alternative hypothesis on 
acculturation in relation to Issei (first-generation), and Nissei 
(second-generation), Japanese Americans. This theory, which draws 
heavily on the others is identified by Lebra as "non-linear" in differ¬ 
ence to the traditional or "linear" model. 
Lebra (1972) has suggested the following basic distinctions between 
the linear and non-linear models of acculturation: 
Linear Non-linear 
Replacement 
Conflict 
Cultural embracement 
Bi-culturality 
Selectivity 
Social contingency 
First, the non-linear model assumes that accultura¬ 
tion generates biculturality, that is the addi¬ 
tion of a new culture to the old one, whereas the 
linear model involves replacement of the old culture 
by the new one. Second, biculturality in the non- 
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linear model gives freedom of choice or bi- 
cultural repertoire in action; whereas the 
linear model bound by the idea of replacement, 
implies the opposite of freedom, namely, con¬ 
flict. The latter is underscored by dramatic, 
often destructive action associated with nativ- 
istic movements among those undergoing accultura¬ 
tion ... Third, the non-linear model stresses 
that acculturation processes are contingent upon 
social environment and therefore should be seen 
as a function of social relationship, roles, 
audiences; or ... reference groups. The linear 
model, on the other hand, seems to take for 
granted the direct and entire replacement of 
the individual by a culture. 
Chicano-specific research dealing with the notions of "alterna¬ 
tion” (Gluckman), "matrix model" (McFee), or "non-linear acculturation" 
(Lebra) , is virtually non-existent at the present time. A partial con¬ 
ceptualization of a similar concept is implied by Cabrera (1971) in 
essay format but the author neither cites supporting research nor does 
he promise further study of his own on the subject. 
Goodman and Beman (1968) have reported partially on an urban 
ethnography study project (Houston), which seems to corroborate the 
theories. The study consisted of interviews with thirty-four barrio 
children in grades one through six. The Goodman and Beman data was 
presented in narrative form however, thus making difficult the extrac¬ 
tion of "hard" conclusions. 
In general, the authors found the effects of biculturism to be 
positive ones. 
The remarkable solidarity of the majority of 
El Barrio homes goes far to explain the happy 
tranquility which colors the Barrio child's 
eye-view. Training in helping, in discipline, 
and in respect for others all occur early. 
Most children have numerous relatives who take 
active interest in them. It is a situation 
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conducive to security, ego satisfaction, and 
a firm sense of identity. 
The blending of cultural influences noted by these researchers 
sustained by a strong identification with the "mother culture" -- that 
of the parents -- lead them to conjecture that 
••• the life styles and values of the Barrio 
children are on the whole conducive to modest 
success in the contemporary urban society. It 
seems likely that their life chances are on 
average significantly better in this respect 
than those of the Negro children we interviewed, 
and perhaps almost as good as those of our 
Anglo informants. Barrio children in stable 
families -- and they are a large majority of 
the children we interviewed -- are growing up 
without great ambition but with self-respect 
and with "character." (Goodman and Bemen, 1968) 
The factor of internal pluralism used by Valentine as substantia¬ 
tion for his conclusion that there is no one Black culture was also 
found to have an equivalent in the thinking of Chicano writers. 
For the state of Texas alone, Santos (1972) has identified seven 
(7) major groups which comprise or were antecedent to, the modern day 
Mexican American of that state. On further analysis these may be sub¬ 
divided into at least twice that many categories. The first categori¬ 
zation however, suffices to illustrate the potential for cultural 
diversity both in history as well as in the present day life of that 
group. 
14 The seven groups identified by Santos are; 
^^When applying this categorization to other southwestern 
states it is important to add the "Spanish-Americans" of northern New 
Mexico and Colorado. The ancestors of this group date to the time of 
the founding of Santa Fe, eleven years before Plymouth Rock, a whole, 
the group feels very strongly that they represent a distinct 
group from that commonly known as Mexican American latter 
felt distinction to the point of.disassociating themselves from the latter 
in social life and group activities in general. 
1* Native Creoles. These ... are the descen- 
dents of colonial iberians or creole families 
who have been in the United States since or 
prior to 1836 (Independence of Texas), and who 
have no Indian blood. 
2. Native Mestizos. These are the descendents 
of those colonial families who are both of 
European (mainly Spanish) stock and native 
(Texas - U.S.) Indians who have also been in 
the United States since, or prior to 1836. 
3. Native Indians. These are the descendents 
of the native (Texas - U.S.) Indians who have 
always been in the United States. On October 
12, 1837, the Standing Committee on Indian 
Affairs of the Republic of Texas declared that 
the Lipan, Karankawa and Tonkawa Indians would 
thereafter be considered Mexican and were 
"no longer to be considered as a different 
people from that Nation." Many of these Indians 
had been educated by the Spanish settlers, had 
been taught Spanish and in many cases had been 
given Spanish names. 
4. Mexican Creoles. Generally, these are the 
first to third generation descendents of the 
primarily creole families who migrated to Texas 
and the Southwest during or as a result of the 
20th Century Mexican Revolucion. 
5. Mexican Mestizos. Although some Mexican 
mestizos came to the U.S. during the revolucion, 
the greater number migrated during the Second 
World War when a shortage of skilled manpower 
forced the U.S. to encourage and sponsor their 
immigration from Mexico. 
6. Mexican Indians. ... beginning with the 
Mexican RevolucionT continuing through the 
Korean conflict and up to the present time, 
this group has migrated to the U.S, as 
braceros, green card workers, or illegal 
entries along with the mestizos. 
7. Non-North American Hispanos. (Various and 
sundry Spanish-surnamed people who) because of 
their Spanish surnames, because they speak 
Spanish, or because they themselves have identi 
fied with the Mexican American have tended to 
be considered a part of that community. (Santo 
1972) 
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Conclusion 
For purposes of the present study a determination of the relative 
merits of the theories presented in this chapter is unnecessary save 
for the rejection of the clearly outdated notion of the "deficit” or 
"social pathology" model. This because it is based on the patently 
ethnocentric -- if not racist -- implication of Euro-American superi¬ 
ority . 
Several key studies have been examined which lay this theory to 
rest alongside other relics of the social sciences' past.^^ Because 
of its demonstrated impact on schools and school people however, it 
must be parenthetically pointed out that the theory remains very much 
alive in the minds of many practitioners. It would probably be pru¬ 
dent to conduct a thorough review of the curriculum materials in use 
today in order to expose it and understand it more fully and hope¬ 
fully, to replace it with more democratic and relativistic treatments 
of cultural differences. In this regard Elson's Guardians of Tradi¬ 
tion: American Schoolbooks of the Nineteenth Century (1964) could 
serve as an effective model. 
As far as the other theories are concerned, i.e,, (1) socio¬ 
economic factors as determinants of school performance, (2) benign 
cultural differences model, and (3) biculturism; none offer conclusive 
proof of the superiority of one over the others. Thus, in view of 
present knowledge, all three must be tentatively accepted as insight¬ 
ful to some degree and, at the very least, as being clearly heuristic. 
15in addition to those already mentioned see Kutsche's (1968), 
"The Anglo Side of Acculturation." 
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A typology such as that suggested by Sanday (1972) could well be 
adapted to incorporate all of these divergent views and probably evolve 
an explanation of their bases for variation. This effort however, 
lies outside the scope of this study and will therefore not be under¬ 
taken here since it would not contribute to a better understanding of 
how the concept of culture might be fruitfully incorporated into the 
design of effective curricula for Chicano children. 
According to von Mering (1972) this is a common tangent in most 
studies of the place and function of persistent identity systems in 
complex societies. 
... most investigators of this human phenomenon 
have been content with historically or cross- 
culturally describing its existence, rather than 
examining the nature and root of its behavior 
components within a developmental framework of 
ordinary human social growth processes. 
Von Mering also contends that 
Human development cannot take place independently 
of a continuous figure-ground relationship be¬ 
tween individual and group ways of behaving. 
Hence, becoming a particular kind of person and 
growing into ethnicity are always experienced 
as a coterminous process. 
...if the social scientist intends to shed new 
light on this transcultural phenomenon ... and 
its relationship to the formation of individual 
motivational structure, he must rededicate him¬ 
self to the arduous task of stating the problem in 
human behavior and developmental terms. 
The following chapter in this study will be devoted to just such 
an attempt. Based on the literature on learning and developmental 
theories, an attempt will be made to provide a developmental rationale 
for basing the minority child's school curricula on his/her cultural 
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identity system. Subsequently, the rationale will be extended to 
include a sociological aspect as well. This portion of the study will 
be undertaken in Chapter 5 as will the development of a set of goals 
for culture-based curricula and cultural context teaching. 
CHAPTER IV 
The premise that "human development cannot take place independently 
of a continuous figure-ground relationship between individual and group 
ways of behaving," (von Mering, 1972), underlies the developmental as¬ 
pects of the rationale being developed here. In order to document such 
a case however, it is appropriate to explain why this concept may be 
used as the basis for the argument. 
In order to accomplish this it is necessary to view the Chicano 
child -- or any other child for that matter -- as a developing organism. 
As such, he/she shares with all other developing organisms of whatever 
species, a set of characteristics which although interrelated and com¬ 
plex can be sorted out from the multiplicity of other characteristics of 
a sociological, physical, psychological, or even "cultural" nature. 
To view an organism as it develops over time is to see that organism 
as 
... an ongoing manifold passing through time with 
a multidimensional head, much as a tunnel-making 
machine moves under the river. When viewed from 
the front this head consists of many irregularly 
shaped components of various sizes with a complex 
series of interrelations. At the boundaries there 
are complex relations with the external world which 
involve a continuous intake and outgo at both the 
physiological and psychological levels. Through 
this interchange a dynamic or ongoing equilibrium 
is maintained. The system however is open-ended, 
that is, always in imbalance. Over and above the 
maintenance level there is a progressive enlarge¬ 
ment or growth with time which reaches a maximum 
in mature form. In the ongoing movement of the 
system successive levels of integration are 
achieved, and new properties emerge which must 
be studied and analyzed in and for themselves. 
This model has a self-propelling character and 
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as it cumulates from its own experience, it 
progressively builds up energy (perceptions, 
interpretations, aspirations, motivations, 
etc.)j from the free energy of the environ¬ 
ment. ... In exploring this model, our con¬ 
cern is with its changing total shape as well 
as with the changing form of its parts. 
(Anderson, 1957; parenthesis mine) 
Characteristics of a Developing Organism 
According to this view a developing organism engaged in this com¬ 
plex form of movement and growth has a number of general characteristics 
which may be described under the general headings of openness, activa¬ 
tion, growth, selection, learning, mechanization, cumulation, emergence 
and symbolization. These general descriptors have a clear application 
to the years of childhood since they all describe "processes extended 
in time (and) all influence in some manner the shape or form of behavior' 
both present and future. (Anderson, 1957) 
Openness. Anderson contends that a developing system -- the 
organism which for our purposes is a developing child -- is open in 
that its susceptibility to environmental influences cannot be fully 
controlled. In difference to a machine which has specific inputs and 
outputs, a developing organism has virtually unspecifiable inputs. 
Likewise, it may or may not have an overt output but may instead choose 
(or be forced) to direct its "output" energies internally bringing to 
bear the force of that energy on its own mechanisms and quite probably 
altering the latter through that interaction. With these altered 
mechanisms it then proceeds to receive inputs (to perceive) in a differ 
ent way. The result is that to some degree an open system undergoes_ 
changes which are never completely reversible and thus will neve_r 
perceive the same thing in the same way on two consecutive attempt^. 
Said another way, it changes its nature because it is its nature to 
change its nature. 
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^tivation. Viewed either as a physiochemical machine or as a 
sensory-neuromuscular mechanism, the human system is at all times acti¬ 
vated. As the former it continuously takes in food and oxygen, uses 
them for its maintenance and expels their wastes. As the latter, it 
is now known that even while in sleep the nervous system is active and 
at work. In much the same way that physical activity levels are always 
sufficient to allow a person to spring into almost instantaneous 
physical activity after being at rest, there is a psychological state 
of readiness which enables the organism to engage stimuli in interaction 
at a moment’s notice. And while much of the "nourishment" resulting 
out of such interaction is purely for purposes of psychological sustenance 
maintenance of the steady state -- other transactions may be said to 
result in psychological fat for storage while still others yield the 
energy with which the organism sustains the irreversible processes of 
openness which are its destiny. 
Growth, Physical growth, with its attendant limitations for most 
organisms, may be defined as an increase in size and complexity. Further¬ 
more , 
_ with growth the shape of the organism changes 
in such a way that it moves progressively away 
from its initial state and progressively nearer 
to its final state. As a result the correlations 
between the primal shape of the organism or any 
part and the shape at any later period decreases 
with growth, and the correlations with the final 
shape increases. (Anderson, 1957) 
In psychological "growth" it is customary to equate increase in 
size with differentiation or with an enlargement of the "life space." 
This type of growth however, appears to be naturally constrained in the 
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"cultural organism" by the processes of enculturation and socialization. 
(See definitions section.) The demands of acculturation however, when 
they occur concurrently, may have the effect of a hormonal imbalance of 
a hypothetical neuro-psychological pituitary gland stunting the growth 
process. This, it must be remembered, because it is occuring at an age 
or developmental stage when the rate of information moving through the 
system may exceed the capabilities of that system to process since it 
has not yet developed to its adult capacity. In a sense a form of 
culture shock which also has the characteristics of future shock is 
taking place. 
Selection. 
Various observers have described the very young 
organism as fluid, polymorphous perverse, multi¬ 
potential, and plastic; all are terms which in¬ 
dicate that subsequent development can go in any 
one of many directions. But once a choice is 
made and direction is set, cumulative and irre¬ 
versible changes take place which determine the 
major aspects of subsequent form. ... As a result 
of specialization and role playing... choice comes 
to be made more and more in terms of the avail¬ 
ability in the environment of materials and events 
which resemble the system already operating. 
(Anderson, 1957; emphasis mine) 
The processes of choice and selection however, are clearly not 
fully autonomic. The free pursuit of cultural options is inhibited 
by a number of factors or "inhibitors of growth", as are all other 
selections in development. 
If the concept of inhibitors of growth is broken 
down we find, first of all, competition among growth 
processes within the person which limits each com¬ 
ponent. Since the person is a very complex collec¬ 
tion of structures and functions within a sing e 
whole, one subsystem will limit or circumscribe 
another. A second type of Inhibitors is external 
I 
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and arises from relations with other persons and 
the demands made by them. A third inhibitor arises 
out of restrictions in opportunity, and constitutes 
what is now known as deprivation ... A fourth and 
very important inhibitor ... is that all psychological 
processes take time, and time is limited. (Anderson, 
Learning. In education, learning is usually defined as the modi¬ 
fication of behavior as the result of stimulation. From the point of 
view of developmental theory however, the analysis of learning according 
to the premises of learning theory is superseded by a broader consider¬ 
ation. It becomes important to examine not only what is learned and 
how but more importantly 
... (how) the products or results of learning are 
incorporated into evolving systems of behavior, 
and how they function as constituents in subse¬ 
quent development. (Anderson, 1957) 
Developmental theory holds as axiomatic that the reinforcement of 
learning does not occur in real life in the same manner that it does in 
a controlled laboratory situation. Rather the process is characterized 
by an almost infinite number of reinforcement phenomena which are inter¬ 
related and interdependent and which may appear as patterns some of 
which are patterns of group behavior, both of one's own cultural group 
as well as others. 
Patterns acquire greater probability and predilection over time 
and gradually a repertoire of patterns combine to form an individual's 
personality through the processes of enculturation and socialization. 
It seems clear therefore that when ^culturation is traumatized by 
acculturation the development of a sound and healthy repertoire is 
impaired. This is particularly true when such interactions are taking 
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place within the social, institutional and peer pressures of the school 
environment. 
Mechanization. 
In development the growing person mechanizes or 
ritualizes much of his behavior. Achieving ma¬ 
turity is largely a matter of successively ritual¬ 
izing one series of responses after another and 
incorporating them into the system of behavior. 
(The results are that) ... first, less of the 
available time is needed for the particular response; 
second, energy is freed for responding to other 
aspects of the situation; third, higher-level 
integrations become possible, as units or sub¬ 
systems already organized become available for 
incorporating into larger systems. 
Mechanization or ritualization has a very important 
function in stabilizing behavior. But the process 
has limitations. In a real sense these products 
of learning, like the constituents in biology, can 
be viewed as residuals or debris which ultimately 
will choke the system and cause infirmity and 
death. (Anderson, 1957) 
Once again, the demands for early acculturation would seem logi¬ 
cally to play a critical anti-developmental role. For the young child 
with his/her open affective system it is patently unjust to expect 
ritualization to occur in two or more cultural frameworks in imbalance 
or without the benefit of facilitating intervention. 
Cardenas and Ca''rdenas (1973) have spoken to this concept In their 
cogent analysis o£ the incompatibilities o£ societal perceptions which 
develop in the schools; perceptions of learners about school, learners 
about themselves, and schools about learners. As the residues of 
these differing perspectives go unresolved they accumulate in the 
child's mind. They grind Inexorably on his psyche and in effect 
"choke" his system with unnegotiated differences which his 
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maturity cannot manipulate. Only in maturity can he/she deal effectively 
with these phenomena for it is then that "his affective involvement 
decreases, and the stability (and objectivity) of expertness appears." 
(Anderson, 1957) Equally importantly, the "will" also develops to a 
point where cultural self-direction can occur. 
Cumulation. The concept of cumulation embodies the aggregation of 
all of the behavioral "products" engendered by the processes previously 
mentioned. Thus, 
... a (new) product appears which is then carried 
forward in the total system as a permanent change 
to affect all subsequent relations. (Anderson, 
1957) 
Equally significant for purposes of this study is the notion that 
... decisions or events which modify the stream 
of practice or which affect the relations of in¬ 
dividuals with other persons may exercise an in¬ 
fluence out of all proportion to their extent 
and thus determine whole areas of subsequent be- 
havior. What begins as a minor phase of the total 
system comes to include more and more of the system. 
(Anderson, 1957; emphasis mine) 
Another aspect of the concept of cumulation which has a particular 
relevancy to our purposes is the corollary principle which Anderson has 
identified as "recession of the cause." According to this principle: 
Any system moving forward in time which has a 
holding or memory mechanism will retain some of 
the effects of past action. When cumulation is 
possible, the origins of present behavior go f^r 
back into the life history, and it becomes diffi¬ 
cult if not impossible to explain present behavior 
in terms of present stimulation even with the best 
of assessments. Thus arises the necessity of both 
an historical approach to the developing person 
and an approach in terms of multiple factors or 
causes, (for example the role(s) of ethnic identity 
systems.) (Anderson, 1957; parenthesis mine) 
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^mergence. As the life space of an organism increases, some 
aspects of its personality, ego and self-concept, begin to emerge in 
related clusters of behavior and according to the rules of growth lead 
the organism toward its final form. These groupings constitute the end 
products of acquisitions and adaptations to new found functions and 
properties. While the study of enculturation and socialization does 
not have a viable "stage theory" to describe its processes, it can be 
conjectured that such stages do in fact exist and that they probably 
parallel to some degree the stages of cognitive development offered by 
some developmentalists. For purposes of this study, however, the absence 
of a cogent theory is inconsequential. Suffice to say that encultura¬ 
tion and socialization are processes which all human organisms must 
undergo except of course, in the case of an infant who is born and 
raised in a wilderness with no contact whatsoever with any other human; 
a prospect which is highly unlikely in urban America. 
Symbolization. It is important to reaffirm the significance of 
symbolization within the general concept of culture. As other animals 
do not possess culture, neither do they possess the advanced symboliza¬ 
tion system of humans. It should be noted too that although symboliza¬ 
tion is often seen in its overt manifestations of speech and language, 
it is much more than that; 
Symbols not only function as the means of com¬ 
munication with other persons and thus make possi¬ 
ble our social life, but they also act within 
the individual as triggers to set off responses, 
as tracking devices to control the direction of 
responses, as holding devices to store past ex 
periences and incorporate them into the system, 
and as the manipulable carriers of meaning which 
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make thought and problem solving possible. With¬ 
in the person they function as reverberating 
mechanisms, and in social groups as feedback 
mechanisms. Through their storage and carrier 
functions they become the devices by means of 
which we anticipate the future, become aware of 
purposes and goals, and are able to free our¬ 
selves from the immediate demands of the present. 
(Anderson, 1957) 
To further complicate matters the symbolization system itself has 
all of the characteristics of a developing organism. In fact "contrary 
to many other growth processes, some aspects of symbolization seem to 
be without limits." (Anderson, 1957) 
In essence then, symbolization represents a developmental entity 
within another developing organism both acting on each other with high 
levels of activation. They increase in size and complexity, they are 
selective, and they are both involved with learning. In addition they 
are both subject to mechanization, they increase by accretion and cumu¬ 
lation and new properties and products are continually emerging from 
both. 
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Perceptual Organization 
With the preceding analysis serving as a conceptual framework it is 
possible to re-assess the alternative hypotheses which seek to explain 
the relationship between psychic variables on the one hand and socio¬ 
cultural variables on the other. These hypotheses form the basic 
structures on which all theories of social and cultural behavior are 
rooted. 
According to one writer (Hunt, 1967) the four prevalent hypotheses 
hold variously; 
1. That the psychic variables may be irrelevant 
to the socio-cultural ones. 
2. That the psychic variables are dependent upon 
the socio-cultural ones. 
3. That the socio-cultural variables are dependent 
upon the psychic, and 
4. That they may be distinct but interdependent 
(yet) incapable of being brought together in 
unidirectional strings of dependence-independence. 
It is possible too to place among these the different interpreta¬ 
tions of the nature, cause and effect of cultural differences which were 
outlined in Chapters II and III of this study. More importantly, this 
juxtaposition leads to the inexcapable conclusion that none of the four 
hypotheses are in complete harmony with the insights provided by develop¬ 
mental theory. 
As pointed out by Hunt (1967) the dominant position in psychological 
anthropology has been the second; that psychic variables are dependent 
upon socio-cultural variables. He notes also that today "it is considered 
axiomatic that most psychic variables, and especially much of personality 
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are largely determined by cultural conditioning." (Hunt, 1967) 
Once again however, as in the case of the linear notions of accul¬ 
turation already examined, the tendency is to ascribe direct causal re¬ 
lationships to these phenomena. This is true even in such respected 
writers as Fromm (Escape from Freedom. 1941), who depart from linear 
causal relationships only to end up with somewhat circular cause and 
effect explications. This approach 
... places the psychological variables in an 
intermediate position between different socio¬ 
cultural variables. One example (is Fromm) 
where the economy influences the form and func¬ 
tion of the family, and of the practices of 
child rearing, which then affect the personality. 
(Hunt, 1967) 
This conceptualization is a variation of the second hypothesis and 
like the former suffers from a lack of attention to infancy and child¬ 
hood and the role(s) that cultural themes may play in learning, develop¬ 
ment or personality formation. Only in the case of Melford Spiro (1951, 
1953, 1961a, 1961b), is there any movement in this direction although 
once again, the target of study is an "isolable" culture. Spiro has 
written on the Ifaluk of Micronesia "whose culture reveals few indica¬ 
tions of acculturation." (Spiro, 1953) His contribution is primarily in 
the area of methodological conceptualization and in that area it is a 
significant one. His position is that 
(Cultural) frames of reference ... are learned 
in the process of interaction with other indi¬ 
viduals in which the nature of one's world is 
inferred from the perception of it. (Spiro, 1953) 
In this acknowledgment that cultural (or socio-cultural) factors 
may be intrinsically involved in the process of human learning, Spiro 
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begins to approach more closely than any of his colleagues in anthro¬ 
pology the thesis of this study. For this, Spiro (1953) acknowledges 
the guidance of J. Bruner (1951), and L. Postman (1951). Two citations 
of Postman (by Spiro) encapsulate the former's thinking on the matter of 
"hypotheses" or frames of reference: 
(By "hypotheses") we mean, in the most general 
sense, expectancies of the organism which serve 
to select, organize, and transform the stimulus 
information that comes from the environment. A 
given sensory input has not only energy charac¬ 
teristics which trip off a series of organized 
reactions in the nervous system, but it has cue 
or clue characteristics as well -- it carries 
information about the environment. It is with 
respect to these information characteristics of 
stimuli that hypotheses operate. 
We can conceive of the perceptual process as a 
cycle of hypothesis-information-trial check of 
hypothesis-confirmation or non-confirmation. In 
any given situation the organism is not indif¬ 
ferently ready for the occurrence of any or all 
types of objects. Rather the organism expects, 
is eingestelldt for a limited range of events. 
Into the organism which is thus "tuned", infor¬ 
mation is put by sensory stimulation. This 
information serves to (1) broaden or narrow the 
range of hypotheses or (2) confirm or deny spe¬ 
cific hypotheses. If the information confirms 
the hypotheses, a stable perceptual organization 
is achieved. (Spiro, 1953) 
It seems incongruous that these concepts written almost a quarter 
of a century ago have found such limited currency in modern learning 
theory. They are however, to be found in some fashion in most of the 
leading theories of development. Beginning with the following section 
this will be further documented by examining key concepts from develop¬ 
mental theory as they relate to ego, personality development, and/or 
self-concept, the primary determinants of identity and personal frames 
of reference for effective participation in school and society. 
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General Features of Developmental Theory 
Most developmental theories appear to specialize or focus on one of 
two general domains of a child's development; social and personality 
development or intellectual-cognitive development. An attempt to trace 
these foci to their respective origins leads invariably to two giant 
personalities in psychology. Sigmund Freud is generally acknowledged 
to be the father of social and personality theories through his pioneer 
work in psychoanalysis. Jean Piaget on the other hand stands out as the 
acknowledged head of that branch of psychology which is concerned with 
studies of intellectual-cognitive development. 
In many instances these dual pursuits of developments lists may be 
seen to overlap. More often however, they deal with their particular 
aspects in such a way that they co-exist in a manner which neither 
necessarily contradicts nor supplements the other. 
Given the socio-cultural ramifications of this study, it must be 
acknowledged that we heed more closely those voices which speak of per¬ 
sonality and social matters while adding the elements which cultural 
distinctiveness appear to bring to the issues. We are mindful too of 
the assertions to the effect that "the concepts of personality and culture 
cannot be separated empirically, and that the dichotomy that is held to 
obtain between them..." is a false one. (Spiro, 1951, 1961) 
In an effort to determine what the major developmental theories 
have in common in this regard the authoritative work of Alfred L. Baldwin, 
Theories of Ghild Development (1967), was consulted. In this work, the 
16aIso helpful in this regard was the more limited yet thorough 
work by Maier, Three Theories of Child Development, (1965). 
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author compared common sense theories of development with six of the 
major scientific theories in wide currency today. After an exhaustive 
analysis of some six-hundred pages, Baldwin identified several broad 
areas of agreement between the theories of Lewin, Piaget, Freud, the 
behaviorists, Werner, and Parsons and Bales. In addition he identified 
several general hypotheses which are suggested by one or more of the 
theorists. From this listing, Baldwin evolved a list of "specifications 
for a general integrative theory." (Baldwin, 1967) All of these were 
found to have a clear relevance to the purposes of this study: 
. ...in a theory of behavior, a number of different 
kinds of behavior events are admitted as theoret¬ 
ical concepts. These include not only overt 
behavior, but also such hypothetical events as 
thoughts, feelings, and inhibitory acts. 
• ...all of the theories seem to accept in some 
form an idea of multilevel functioning. This 
hypothesis states that one primary and primi¬ 
tive mechanism of behavior occurs early in the 
child's life, and another, described variously 
as secondary, conceptual, symbolic, or cogni¬ 
tively mediated, develops as the child grows. 
In the course of development, the second level 
of functioning gradually assumes control over 
the first, although the first continues to 
function in an important role. 
. ...various aspects of the concepts of motiva¬ 
tion have been discussed by the theorists; these 
include sensitization to stimuli, the affective 
concomitant of frustration and gratification, 
the reinforcing effect of consummation on pre¬ 
vious behavior, the guiding of behavior toward 
some target, the operation of a stimulus compo¬ 
nent to drive which enables it to elicit res¬ 
ponses in itself, and finally, a tension aspect 
to drive, which is contributed to by deprivation 
and satiation. 
...there is general acceptance of the projective 
hypothesis, namely that motivation tends to pro¬ 
duce relevant thoughts. 
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• (..the concept of maturation seems to be an essential 
one someplace in the theory of child development. 
...many of the theories generally accept the idea 
that through the process of development, motives 
and affects are somehow tamed, and that the early 
preemptory demands of motivation and emotion on the 
child are gradually refined and civilized into a 
much more controlled adult expression. 
• ...the empirical principles of conditioning, which 
have developed through years of experimentation led 
by S-R theorists, are well substantiated and other 
theories contain aspects of them. It would thus 
seem wise to accept them and to assume that many 
aspects of the child's behavior are learned through 
reinforcement and conditioning. 
• ...there are ways by which new acts are performed 
in addition to the accidental production of behavior 
on which S-R theory has traditionally focused. 
... These modes of performing new actions include 
the imitation of other people, the spontaneous and 
deliberate variation of one's own behavior for the 
sake of something new, the production of new behavior 
through verbal instruction, and the discovery of new 
forms of behavior in the course of cognitive problem 
solving. 
The most significant feature of all of these areas of agreement 
among the developmentalists is that in some way or another they all 
speak to the need for adequate development of an effectively coping 
personality, a reliant ego and/or a health concept of self. 
To illustrate the application of these principles to the culturally 
different learner, a brief analysis will be conducted in the following 
section of the developmental theories of Erik Erikson and Abraham 
Mas low. These two authors were selected because among the host of 
psychology writers they represent the best examples of a number of 
characteristics considered essential to minority group education. 
which Mas low and Erikson share in this context The characteristics 
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are the following: 
1. Both are concerned with the comprehensive develop¬ 
ment of the total human organism culminating in a 
:^ing which is fully functioning and self-actualized. 
They are both integrative and interactionist in 
approach. They have integrated into their theories 
a wide range of empirical findings from a broad spec¬ 
trum of ideologies in psychology. In addition they 
stress the importance of social and cultural inter¬ 
action as influencing of behavior and personality 
formation. 
3- They represent a viable "third force" in psychology 
which is neither wholly behavioristic nor wholly 
Freudian although they acknowledge the influences of 
these schools on their thinking. 
4. Both Erikson and Mas low have formulated their 
theories into heirarchical or epigenetic schemas 
which account for all levels of functioning and 
development of human beings as social creatures 
as well as individually. 
5. They are intrinsically concerned with ego, 
self-concept and personality development. 
6. In addition to their psychological emphasis 
they are equally concerned with the other two 
basic foundations of education; the social and 
the philosophical. 
In a very real sense both Mas low and Erikson can be said to support 
Spiro's contention that the study of culture and personality 
...cannot be separated empirically, and that the 
dichotomy that is held to obtain between them is 
a consequence of Western intellectual history, 
on the one hand, and of contemporary thinking 
about them, on the other. (Spiro, 1951) 
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Abraham Maslow and Erik Erikson -- A Perspective 
Abraham Maslow's much-quoted heirarchy of human needs appeared in 
1954 (Motivation and Personality), in a chapter entitled "A Theory of 
Human Motivation." In its truest sense it is that -- a theory of moti¬ 
vation -- rather than a theory of development. Over the years however, 
it has been found to do an effective double duty serving to explain not 
only motivation and personality but the broad area of affective develop¬ 
ment from the neonate to self-actualized adult. 
Erikson's Childhood and Society (2nd ed., 1963) where he first 
elaborated his "Eight Stages of Man," is the result of a long and dis¬ 
tinguished career in psychoanalysis. By his own admission, his work 
in childhood is in recognition of the fact that psychoanalysis 
...is shifting its emphasis from the concen¬ 
trated study of the conditions which blunt and 
distort the individual ego to the study of the 
ego's roots in social organization. (Erikson, 
1963) 
Erikson contends that human development proceeds in stages, begin¬ 
ning at birth. In total, eight stages organized epigenetically consti- 
I 
tute the task of an individual's development. At each stage there is, 
according to Erikson, a tension or struggle between polar opposites 
which operates to create a "virtue" or coping ability with which the 
individual is then able to move on to meet the exigencies of future 
growth and development. Each of the "virtues" results out of a positive 
imbalance of the tensions in the stages so that 
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At stage: 
Between these 
app. ages: 
These 
tensions: 
Produce these 
virtues: 
1 0-2 yrs. Trust vs. Mistrust Hope 
2 2-3 yrs . Autonomy vs. Shame & Doubt Will power 
3 3-4 yrs. Initiative vs. Guilt Purpose 
4 4-11 yrs. Industry vs. Inferiority Competence 
5 12 - 20 yrs. Identity vs. Role Confusion Fidelity 
6 young adulthood Intimacy vs. Isolation Love 
7 adulthood Generativity vs. Stagnation Care 
8 maturity Ego integrity vs. Despair Wisdom 
It is axiomatic in Erikson that all stages must be successfully 
negotiated. Any stage which has not been effectively dealt with to 
obtain from it its virtue will impede the successful negotiation of 
subsequent stages. Thus, the individual will at some point be forced 
to "return" to that stage to incorporate its coping powers into his/her 
repertoire. 
For Maslow, life constitutes the process of heirarchically satis¬ 
fying a succession of overlapping needs. As in Erikson, the meeting of 
one need is a prerequisite to the successful confrontation with - or 
even recognizing and giving attention to - the next higher needs. 
The heirarchy of basic human needs as proposed by Maslow may be 
graphically depicted as in figure 3 on the following page. 
It is implicit in Maslow that the individual himself/herself is 
the only person who can determine at what point a need has been satisfied 
sufficiently to move on to another and higher need. 
Aragon (1973) has offered the corollary thesis that an individual's 
view of whether he has satisfactorily met each need is culturally 
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Figure 3 
Abraham Maslov's Heirarchy of Basic Human Needs 
(Maslov, 1954) 
A 
SELF-ACTUALIZATION NEEDS: "What a man can be 
he must be. •••self-fulfillment, namely... 
the tendency for him to become actualized 
in vhat he is potentially. ...the desire 
become more and more of vhat one idosyn- 
cratically is, to become everything that 
one is capable of becoming. 
to 
/ \ 
ESTEEM NEEDS: ...desire for a stable, firmly 
based, usually high evaluation of self; 
self respect and self esteem as veil as 
the esteem of others. 
/ \ 
BELONGINGNESS AND LOVE NEEDS: ...affectionate 
relations vith people in general; a place 
in a family and other close groups; close 
contact or intimacy; tenderness; relief 
ffrom being alone; giving and receiving love. 
^SAFETY NEEDS: ...security, stability; dependency; 
protection; freedom from fear; from anxiety and 
chaos; need for structure, order, lav, limits; 
strength in the protector. 
PHYSIOLOGICAL NEEDS: Food; drink; shelter; a comfortable 
temperature range; breathable air; sleep."17 
17 
mslow has noted the difficulty of pin-pointing 
.oaslble Dhvslological needs In view of the concepts of horooeostasi^ 
:rfonetlte! The above are however, usually classified as the »st 
»asic for purely physical survival. 
determined, i.e., based on the criteria of his/her ethnic reference 
system, a suggestion similar to those of Spiro, Postman and Bruner 
already noted. 
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1^ the remainder of this chapter an attempt will be made to examine 
these ideas in greater detail. This will be done by applying Maslow's 
heirarchy to each of the four stages in Erikson which correspond to the 
most sensitive formative years. For a greater part of this span the 
child is also exposed to formal instruction and schooling and it is 
this period, along with the interaction with school curricula, which 
is the focus of this study. 
Three questions are posed to which it is hoped that this analysis 
will provide theoretical answers. Specifically, the question/issues to 
be documented are: 
1. What role(s) do(es) culture concepts play 
in meeting basic human needs in stages one 
through four of Erikson's theory? 
2. How do the demands of acculturation in¬ 
fluence the satisfaction of these needs and 
therefore the successful negotiation of the 
epigenetic stages? 
3. What role do the schools presently play 
in the above and how can the curricula be 
best structured to provide supporting me¬ 
chanisms to the culturally atypical learner 
in this context? 
First Stage; 0-2 years (Hope) 
In Erikson's first stage the child acquires "hope" through the 
interaction of trust vs. mistrust primarily with his parents. At this 
stage the child is interacting with his/her environment in what is 
basically an "incorporative mode", that is, he/she is taking facts 
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impressions, feelings, etc., with which to formulate future thought. 
As the nomenclature implies (oral-sensory stage), the prime means of 
taking in the necessary sustenance and information are the mouth and 
the senses. The child learns to trust those around him who feed him, 
cuddle him, keep him warm, and make oral noises which he is later to 
mimic as he learns the concept of language. 
In most of these interactions the child's hope increases. He 
learns to expect that his needs -- physiological, safety, belonging, 
and esteem -- will be met. Achieving self-actualization, or being 
everything he can be, is reduced to the bare essentials of being com¬ 
fortable every time he expresses a need which is then met by his parents. 
At this early age, life is only vaguely "cultural" in its essence. 
But it is at this time too that one of the most important cultural notes 
appears and it is to be of crucial importance for many years. The child 
hears a language. He/she begins to integrate it as part of his/her 
receptive repertoire and later begins to arduous process of making it an 
expressive tool for communication, thinking, storage of information, and 
sounding-out of his human environment. 
Language -- the language of his parents -- becomes an engrossing 
phenomenon. Aided by language's own developmental processes, the child 
continuously builds up his hope of managing the world. He succeeds 
often and when he doesn't he is encouraged through language to try again 
until success follows quickly after success. After every victory he is 
rewarded with verbal praise, cuddling and/or parental body language. 
But the former is the most common and memorable. Increasingly he 
develops an abiding trust in his familial group, its symbols, its values 
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and its patterns of behavior. Most importantly he learns that his store 
of hope will always be refilled by that group and all that in his mind 
goes with it. Thus, through the acquisition of hope, trust is contin¬ 
ually confirmed and reaffirmed in a setting which leads him/her on to 
the next stage of development. 
Second Stage; 2-3 Years (Will Power’) 
During the ages of two and three years approximately, the child 
begins to shift his emphasis from a purely oral-sensory one to a greater 
focus on his musculature. Because most Western and Western-influenced 
cultures emphasize effective bowel and urinary control, the child in 
these cultures is pressed to become toilet trained at an early age. In 
this process shame and doubt vie with autonomy. The latter of course, 
is a key achievement in muscle control for without muscle autonomy he 
cannot succeed in controlling voluntary body functions. 
Out of this and out of the necessity of risking the trust acquired 
earlier in order to achieve autonomy, the child begins to build up his 
"will power" . In the process he often confronts shame and doubt but 
his store of hope provides support in these confrontations. 
The child now is more "cultural" in the satisfaction of basic needs. 
The home language acquires an even greater role and the discovery of its 
complexities parallels the revelation of its flexibility and multiplicity 
of purpose. Nutrition heretofore has been a simple process of sucking 
on a nipple or a spoon. More often than not feeding has been scheduled 
around the child's demands. In stage two however, the child's diet 
begins to change in the direction of foods which the entire family eats. 
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Also, the rituals of food preparation, serving, selection, and the con¬ 
tent of the meals themselves are now open noticed and incorporated. Thus, 
he develops with a particular set of ethnic referents concerning food 
and nutrition. In many Chicano families for example, a child might begin 
unknowingly to differ from his WASP counterparts in such things as not 
eating buttered toast with jelly along with a glass of milk. His break¬ 
fast fare could just as well be a flour tortilla with refried beans and 
a cup of coffee. 
In the process of satisfying love, belongingness and esteem needs 
the child experiences a wide range of family gestures or postures as for 
example, those expressing welcome or hostility, approval or disapproval, 
affection or anger, courtesy or rudeness, inquiry, etc. 
The child also begins to experience (expect and understand), a 
family brand of humor, kindness, justice, competition or cooperation, 
unselfishness and/or any number of other examples of culturally or ethnic¬ 
ally defined humanistic values. Concurrently he will at times experience 
discipline, anger or what he may at times consider parental injustice. 
These too influence the development of his will and of course, these too 
are shaped according to the values and criteria of his parents culture. 
Even the basic need of shelter is ethnically branded for of ten the home, 
its decorations and furnishings may have a particular cultural flavor. 
Third Stage: 3-4 Years (Purpose) 
Erikson ascribes to this stage the beginning of formulation of goals 
and purpose in the child's life. As he/she begins to master locomotion 
which is in itself a goal, new goals and purposes appear. The child is 
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able now to think about being older and about what he/she will be. This 
is accomplished through identification with people around him whose per¬ 
sonalities he appreciates and understands. 
Stage three is a particularly sensitive one in terms of encultura- 
tion. By this time the child can almost be said to take the satisfaction 
of basic physiological needs for granted. He has the hope and the will 
power to aspire to be, to learn and to actively pursue the acqusition of 
new skills. He begins to seek friendships and to appreciate the signifi¬ 
cance of milestones in personal life such as birthdays, weddings, funerals; 
all of which are strong reflections of his family's ethnic identity. His 
esteem needs are met through a now extended group of people which includes 
playmates and friends of the family. He finds actualization in cognitive 
tasks such as learning songs, games and the names of people and places 
many of which will also reflect his language and cultural background. 
His physical attributes are recognized and pointed out by admiring 
adults. In general he feels accepted by a much broader community than 
before. 
But at the same time it is possible that for the first time he/she 
becomes aware of certain exclusions of his world in other areas. He may 
notice for example, that children who look and sound like him/her are 
noticeably absent from the casts of television programs, or that the 
games and foods advertised through that media are different from those 
he knows and likes and which have given him warmth and security up to 
now. Before the home language is completely mastered he will have no¬ 
ticed, perhaps on shopping trips with the family, that his language is 
different from that of the outside world and that it is not held in as 
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high an esteem. Thus, at certain times he will be forced back to the 
dilemma of the previous stage: autonomy vs. shame and guilt although 
this time the shame, doubts and guilt will be caused by the very same 
things that once gave him the opposite feelings. 
The child still feels loved and esteemed within the family and 
immediate community but in all probability his/her safety needs are no 
longer being met as fully as before. He may begin to hear from older 
siblings or from neighbors about the "perils" of schools. He can no 
longer be free from fear because he can intuit the dichotomy between 
his own environment and referents and those that await him in the larger 
community. 
Fourth Stage: 4-11 Years (Competence') 
This stage of development is significantly longer than those which 
have preceded it. It corresponds roughly to the kindergarten, primary, 
and elementary years of schooling. In terms of environment it signals 
the leaving of the security of home and family to enter the "real world" 
outside. 
At this stage the child is primarily engaged in acquiring competence. 
Erikson has noted that it is here that 
...the fundamentals of technology are developed, 
as the child becomes ready to handle the utensils, 
the tools, and the weapons used by the big people. 
(Erikson, 1963) 
The most critical "tools" for a child of this age are of course, 
literacy and the basic computational skills. The skill-building is for 
the most part a function of the schools although often the home also 
offers at least supporting instruction. 
128 
Imbued with hope, will power and some notions of purpose the child 
comes to school with his basic needs well met in an environment which he 
has come to know and trust. He can exercise his initiative within it 
and his learning tasks have been rewarded and rewarding. He now seeks 
competence both as an individual and in group work for the social nature 
of living has by now become all too obvious to him. 
In summary, the process of enculturation at the family level is 
complete. Socialization is well under way. A working language has 
been acquired. 
For the majority child this stage is a highwater mark in develop¬ 
ment. He will usually learn and grow in quantum leaps amazing both 
himself and his family. The reason of course is that enculturation is 
being enhanced by the schools and his/her potentialities blossom in 
that culturally compatible environment. 
The culturally atypical child on the other hand finds a completely 
different status. For him the danger is great at this stage that he 
may develop 
...a sense of inadequacy and inferiority. If 
he despairs of his tools and skills or of his 
status among his tool partners, he may be dis¬ 
couraged from identification with them and with 
a section of the tool world. (Erikson, 1963) 
In a word, the pressures of acculturation -- learning to identify 
with and integrate into a culture different from that of his home — 
may cause him to feel that his basic needs are no longer being met and 
thus find his development stymied. He/she no longer can feel safe, he 
does not belong, and the lack of esteem of others begins to erode the 
high esteem which up to now he has had of himself. Thus he cannot 
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actualize himself to his full potential. 
Beginning with the next stage the dynamic tension between identity 
and role confusion will become the determiner of whether he/she will 
reach the next developmental level, i.e., 
...the accrued experience of the ego's ability 
to integrate all identifications with the vicis¬ 
situdes of the libido, with the aptitudes devel¬ 
oped out of endowment, and with the opportuni¬ 
ties offered in social roles. (This) sense of 
ego identity, then, is the accrued confidence 
that the inner sameness and continuity prepared 
in the past are matched by the sameness and con¬ 
tinuity of one's meaning for others...(Erikson, 
1963) 
It is suggested that this stage, before identity becomes the 
critical issue, represents the last viable period for intervention. 
To wait any longer would mean to aggravate the situation excessibly. 
Not to act at all will mean that the critical stage at which values 
and identity are crystallized will arrive without supporting interven¬ 
tion. 
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Conclusion 
In the vast majority of American schools and communities the pre¬ 
ceding is a typical rather than an unusual configuration of circum¬ 
stances facing Chicano and other culturally different school children. 
The schools have been guilty of a gross violation of developmental and 
learning theory: the premise that a child’s instruction must begin 
from where he/she is and proceed from there. This obviously applies 
to the affective domain as much as it does to the cognitive and motor 
areas. 
In light of the foregoing analysis the concept of culture-based 
curricula and cultural context teaching appears not only as a viable 
practice but indeed an imperative one if the developmental needs of 
the minority child are to be met effectively within the school environ¬ 
ment . 
As proposed elsewhere by this writer (Gonz/lez, 1973), curriculum 
designs that would satisfy this requirement must be based on 
...the recognition and integration into the 
curricula of elements (drills, readings, ex¬ 
amples, motor activities, etc.), which (1) 
refer to, are based on, or are related to the 
child's cultural heritage and/or contemporary 
ethnic experience, and/or which promote the 
concept of cultural pluralism and harmonious 
inter-group relations. Basic to this approach 
is the development of strategies which estab¬ 
lish relationships between events, accomplish¬ 
ments, personalities, etc., and the educational 
objectives being pursued so that the child is 
allowed to relate and learn by proceeding from 
the known to the unknown at a level and pace 
compatible with his developmental and educa¬ 
tional levels. 
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Several areas for such integration have been touched on in the 
preceding analysis. In the following chapter it is anticipated that 
several others will be generated through a sociological approach to 
this issue. Subsequently, these will be integrated with those in this 
section in order to evolve an alternative conceptualization of the 
concept of "culture” which may be used heuristically for the identi¬ 
fication of cultural content for curricula. In addition, it is hoped 
that further avenues of research inquiry in this area will be suggested. 
CHAPTER V 
The second part of the rationale for culture-based curricula and 
cultural context teaching will be developed in this chapter. The 
thesis to be developed is that culturally pluralistic schooling is 
beneficial to American society in general as well as to the minority 
child. An attempt will be made to show that the benefits to society 
are based on an increased capability to (1) combat racism while (2) 
assisting the culturally atypical learner to resist the dysfunctional 
effects of monocultural curricula. 
It is hoped that this sociological emphasis will further clarify 
a culturally pluralistic philosophy of education which is in keeping 
with the psychological rationale previously presented. In addition it 
is anticipated that the exploration of contemporary sociological issues 
will result in the generation of additional curricular content related 
to minority group cultures which should be included in the schools' 
educational program. 
Also included in this chapter will be a statement of goals for 
culture-based curricula based on the developmental and sociological 
rationale which is being developed. Finally, the elements of culture 
which should be used as bases for curricula will be restated in order 
to redefine the concept of culture and facilitate its application to 
curriculum. 
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Ethnocentrism - Positive and Negative Aspects 
In the process of socialization and enculturation the child is led 
naturally to become healthily ethnocentric. He/she learns that the cul¬ 
tural values and practices of his family, his community, and his ethnic 
group are both satisfying and satisfactory. Growing up in a uni-cultural 
environment where all his/her needs are fully met, the child has no 
reason to reject, mistrust, doubt, or feel insecure about his cultural 
identification. As demonstrated in the preceding chapter, this feeling 
of pride and comfort in one's cultural milieu is a positive phenomenon 
conducive to effective development. It provides the child with attitu- 
dinal and perspective referents which guide his development by serving 
as the foundation on which new experiences and learnings are grounded. 
All children whether they be majority or minority group members 
share this need to be culture-bound in their early development. Thus, 
ethnocentrism per se, is not detrimental to actualization of human po¬ 
tential. The converse is in fact true: it is a necessary and indis¬ 
pensable ingredient in the socialization and enculturation processes. 
Furthermore, it also appears to be an element necessary to cognitive 
development as has been shown by Jean Piaget (1955) in his analysis of 
the personal analog, egocentrism, (see also Wadsworth, 1971) 
There are however, two negative phenomena having their roots in 
childhood ethnocentrism which should be carefully noted at this point. 
One is the prolongation of ethnocentric behavior into adulthood and its 
subsequent transformation into ethno-imperialism; an over-zealous form 
of adult ethnocentrism in which a person systematically undervalues or 
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diminishes the worth of cultural Identity systems other than his/her 
own. 
It IS this latter behavior which most concerns the educational 
institutions for it is the basis for the manifestations of prejudice 
which have been identified by such researchers as Gordon Allport (1958), 
namely; 
^^l-^^Q<^^tion« ... people who have prejudices talk 
about them. With like-minded friends, occassionally 
with strangers, they may express their antagonism 
freely. ... many people never go beyond this mild 
degree of antipathetic action. 
2. Avoidance. If the prejudice is more intense, it 
leads the individual to avoid members of the disliked 
group even perhaps at the cost of considerable in¬ 
convenience. In this case, the bearer of prejudice 
does not directly inflict harm upon the group he 
dislikes. He takes the burden of accomodation and 
withdrawal entirely upon himself. 
3. Discrimination. Here the prejudiced person makes 
detrimental distinctions of an active sort. He 
undertakes to exclude members of the group in ques¬ 
tion from certain types of employment, from resi¬ 
dential housing, political rights, educational or 
recreational opportunities, churches, hospitals, or 
from some other social privileges. 
And in its more advanced and malignant forms: 
4. Physical attack. Under conditions of heightened 
emotion prejudice may lead to acts of physical 
violence or semiviolence. An unwanted Negro 
family may be forcibly ejected from a neighbor¬ 
hood, or so severely threatened that it leaves 
in fear. Gravestones in Jewish cemeteries may 
be desecrated. The Northside's Italian gang may 
lie in wait for the Southside's Irish gang. 
5. Extermination. Lynchings, pogroms, massacres, and 
the Hilterian program of genocide mark the ultimate 
degree of violent expression of prejudice. (Allport, 
1958) 
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Our examination of the issue of cultural exclusion in curriculum 
reveals a form of prejudice more subtle in nature than those noted 
above; an expression of prejudice which is decidely more germane to 
the school setting than are some of those noted by Allport. Thus, 
rather than using antilocution as the first indication of prejudice, 
this study suggests that inattention is a more logical antecedent stage; 
0. Inattention♦ Exclusion of the cultural and life¬ 
style symbols of a given group as an expression 
of a perceived lack of importance, an insuffi- 
cience, or a need to subordinate that culture 
and life-style to those of another group. 
When inattention is added to Allport's schema of prejudice it be¬ 
comes clear that the attitudes and practices of which it is an omen 
are essentially synonymous with racism as that concept was defined in 
Chapter I of this study; 
... any attitude, action, (or lack of action), or 
institutional structure, practice or tendency, which 
subordinates or excludes a person or group because of 
his color or because of linguistic or cultural atyp¬ 
icalness as perceived by the dominant society. Even 
though "race" and "color" refer to two specific kinds 
of human characteristics, in America it is not only 
the visibility of skin color but also the audibility 
of language difference, or the distinctness of 
tural practices, that mark individuals as "targets" 
for subordination or exclusion by members of the 
white majority. 
It was also noted in the first chapter that a comprehensive 
examination of the nature and cause of racism is not incumbent to our 
present purposes. Nevertheless, an additional word appears necessary 
at this point. 
on another occasion this writer spoke to the conceptualisation of 
1 • • f An ovf'Prnt from that address will 
racism from a theoretical viewpoint. An excerpt rrom 
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serve to outline enough of that thought to undergird the generalUatlons 
which are to follow: 
My formula for racism says that it is born out of 
two sets of traits or characteristics. One of 
these sets is composed of two inherent needs of 
the human organism and the other set is acquired. 
Of the two inherent traits one is the need that 
the organism has for stability in the organism 
itself and the groups to which it belongs. This 
fact has been substantiated by much research in 
psychology... The other trait is the need for 
identity which all humans share whether they be 
Anglo, Chicano, Russian or whatever. These two 
inherent traits when combined with some acquired 
traits produce ethnocentrism and there is but a 
short step from that to racism. 
The acquired characteristics which I feel influence 
racism are (1) the economic status of the group in 
relation to other groups, (2) its political power 
in relation to that of other groups, (3) its educa¬ 
tion level (scholarship index), and of course, (4) 
the relative size of the group. 
In a nutshell we can say that given Anglo America's 
need for stability and identity, given her superior¬ 
ity in numbers, given her political control of in¬ 
stitutions and governments, her economic power and 
her educational achievements; given that, any (counter 
movement that seeks to share those advantages) is 
going to elicit a defensive reaction because ... it 
threatens the status quo. It threatens control of 
power, control of wealth and control of education. 
(And the state of mind of the dominant group is such 
that it will tend to regard that as an unwarranted 
territorial intrusion.) (Gonzalez, 1973b) 
By proceeding from this construct it is possible to understand 
more clearly the second negative effect which can be traced to the 
notion of ethnocentricity. In the preceding chapter this effect was 
characterized as the creation of psychic conflict between two or more 
identity systems operating within the same organism. In difference to 
the traditional view of culture shock in acculturation which was re- 
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viewed In Chapter II, the socio-psycho logical approach offers an Insight 
which has for the most part escaped those anthropological and soclolog- 
ical studies. 
It IS not as some claim the mere existence and complexity of cul¬ 
tural options and alternatives which causes the child to become confused 
as to what he/she is. In many societies children are born and raised 
into multi-ethnic multi-lingual settings with no apparent ill effects. 
It is more likely that the anomie which results out of enculturation 
truncated by acculturation is due to the child reaching the conclusion 
that he is a member of an inferior and inefficient rather than a merely 
distinct group. 
This anomie or psychological marginality does not simply happen to 
a child by virtue of being born and raised in a dual-cultured environ¬ 
ment. It is in fact caused and maintained by extrinsic forces which 
possess the ability and resources to control its itensity and indeed 
its very existence. This is perhaps the key point which in their quest 
for descriptive scientificity has eluded the social science students of 
minority group cultures in the U.S. 
Before proceeding it is important to examine the factors which may 
lead a young child to arrive at such a feeling of inferiority, insecurity 
or subordination. Once this is done it will then become possible to 
suggest how the schools' curricula might be restructured in content to 
alleviate this condition and its root causes. 
As previously noted the developing organism requires an environment 
which is somewhat stable. It also requires a strong sense of identity 
and security. In many instances however, the minority child has his/her 
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Identity, stability and security threatened by the societal climate in 
which he/she lives. 
During childhood the child is first of all a member of groups. 
Family, community, ethnic group, social class, and language group are 
of course, the most obvious. Identity, stability and security are thus 
group-bound as well as being culture-bound. Whatever happens to his/ 
her group also happens to the individual. 
As the minority child develops he/she is increasingly able to see 
a particular pattern of circumstances emerge. First, he/she realizes 
that his "identity group" is small and that there is a larger group 
that speaks, eats, plays, sings, and often even looks different from 
his own. Out of this comes an inhibition which is mainly numerical: 
there are fewer of us than there are of them; we are smaller." From 
a child's perspective this is a foreboding thought. He/she is in the 
process of growing out of "small" and into "big." Also, he/she is 
developing largely by association; by seeing him/herself reflected in 
adults whom he/she can later emulate. Thus, even the cold laws of 
mathematics do not favor him. He/she has fewer models, fewer choices 
of like adults with whom to associate. 
Secondly, there is often in the U.S. a disparity between majority 
and minority groups in terms of their relative economic status. To a 
child the visible trappings of affluence do not go unnoticed. Clothes, 
bikes, little league uniforms, parents' cars, travel, and September 
reports on "What I did this summer" all contribute to an amalgam which 
leads to only one possible conclusion: the other group is not only 
bigger, it also has more and does more. 
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Even political power is apparent to a young child. The school 
calendar for example, is "governed" by holidays and observances based 
on a particular group's history and heritage. During the first semester 
in school the child hears for the first time of the Pilgrims who "first 
settled our country" and subsequently of Lincoln and Washington and 
other political figures unrelated to his/her own history. Within the 
school building itself a majority of the faculty, administrators, and 
other visitors to the classroom are usually non-Chicanos. Little wonder 
that the young Chicano should feel that his cultural system and its 
personalities are less than adequate in the adult world into which he 
is in the process of growing. 
In a setting which is engaged in the business of forma 1-learnings, 
the Chicano child sees few culturally similar figures who can bear 
witness to the wisdom of diligent pursuit of learning. This is true 
also outside of the school. Churches, offices, stores and hospitals 
all have in them fewer Chicanos in proportion to their numbers in the 
community. All of these data are stored in the child's mind and function 
as baselines of information on which to formulate future thoughts, 
aspirations, emotions and actions. 
In short, the only logical conclusion that a child can draw from 
all of this is that the other group is not only bigger, it also does 
more and has more; therefore it must be better. 
An in-depth analysis of the effects of psychic conflicts created 
by growing up under such circumstances is not possible here although 
some general categories of these are cited (Allport, 1958), to illustrate 
the breadth of consequences which may result: 
140 
ego defenses 
• obsessive concern 
denial of membership 
(to others) 
clowning 
slyness or cunning 
withdrawal and passivity 
strengthening in-group ties 
identification with dominant 
group: self-hate 
aggression against own 
group prejudice against out-groups 
neuroticism sympathy 
the self-fulfilling 
prophecy fighting back; militancy 
symbolic status striving enhanced striving 
It IS acknowledged that in some instances -- sympathy, militancy, 
striving, etc. -- there may be positive as well as negative effects 
born out of ethnic-group victimization. In most cases however, the 
effects are clearly negative as may be readily seen in the above listing. 
It should be noted also that in all probability racism does not 
originate with the formal curricula of the schools, although as yet few 
efforts have been made to combat racism through the avenues opened by 
this instrument of the schools. Indeed as has already been pointed 
out, the schools often aggravate the problem unnecessarily by their 
lack of attention to this issue. 
A recent study conducted in the Edgewood School District in San 
Antonio (Texas) illustrates the depth of the problem and points up the 
potential for school intervention in ameliorating it. (SWEDLj 1970) 
This research revealed that three-year old Chicano children living in 
poverty in an urban barrio when tested with a non-verbal intelligence 
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measure showed they had capacities equal to those of their Anglo counter¬ 
parts. The same children were tested again at age four and again at 
age five. On these administrations the mean scores were 80 and 70 res¬ 
pectively. Thus even prior to entering school the children's ability 
to perform on an intelligence test was on the decline; a clear indica¬ 
tion that negative social forces were at work. 
A two-part conclusion can be drawn from these findings! 
1. The age span involved (3 to 5 years), is a 
highly sensitive developmental period. 
2. Although the children were as yet not exposed 
to or participating in a formal program of 
schooling they were however, old enough to 
experience the "conflict of ethnocentric 
systems" alluded to above. 
In a similar vein, this author had the experience of teaching for 
two years at the high school level in a small town on the Texas - 
Mexican border. Although no formal study was conducted, a curious 
phenomenon was noted and corroborated by other teachers in that school. 
A small percentage of the students in that high school were Mexican 
nationals who had been born, raised and had attended elementary school 
in Mexico. Upon reaching high school age they enrolled in the American 
high school and commuted there from their homes in Mexico. Socio¬ 
economically, these students had all of the characteristics of being 
"disadvantaged": 
. They spoke little or no English. 
. They were extremely poor, often living in 
earth-floor jacales. 
. They had not had books, educational toys 
or television in their homes. 
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• Their parents were for the most part func¬ 
tionally illiterate. 
. They had been raised in a cultural setting 
which according to traditional anthropolog¬ 
ical studies has a number of traits which 
are not conducive to success in school. 
(See Chapter II of this study.) 
In comparison to native (American) born Chicanos attending the 
same school, the Mexican nationals were economically more disadvantaged 
to a degree which was obvious. Two differences however were noteworthy. 
First, they had not experienced a conflict of ethnocentric systems in 
childhood since they were raised outside of the WASP culture's sphere 
of influence. Secondly, their elementary schooling was based on the 
cultural system of the home rather than on that of a different socio¬ 
cultural group. Consequently, upon entering into the alien and unfamil¬ 
iar world of an American high school in adolescence, they were able to 
compete and perform satisfactorily with their Anglo counterparts after 
only a brief period of adjustment. In many cases such indicators as 
grades, attendance, attentiveness and classroom diligence were noticeably 
more adaptive than those of their Chicano classmates. 
By implication the above examples seem to support the notion of 
conflicting ethnocentric systems although obviously, much greater and 
better controlled data gathering is indicated before any hard conclusions 
may be drawn. 
It may be hypothesized however, that the following factors contri¬ 
bute to improve a child's resistance to the racism inherent in monocul¬ 
ture 1 schooling: 
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(1) Childhood enculturation and socialization 
and acquisition of an ethnocentric founda¬ 
tion in one culture, i.e., without the si¬ 
multaneous pressures of acculturation. 
(2) Early school experiences which offer socio¬ 
cultural continuity to pre-school develop¬ 
mental experiences. 
For the Chicano child the first of these aspects is satisfied 
only partially as has been indicated in the preceding chapter. The 
second prerequisite is almost always not present. 
It should be acknowledged too that since much of socialization 
and enculturation occurs prior to the child's entry into school, a 
culturally democratic climate cannot be seen as being the responsibility 
of the schools acting alone. It is nevertheless true that due to the 
strong influence that schooling has on the American child it would be 
counter-productive to establish a dichotomy between the strategies 
required for bringing about cultural pluralism in and out of the school 
setting. Inescapably the task must be seen as one for the society at 
large with the schools contributing their particular resources and 
skills to the promotion of a culturally pluralistic philosophy and 
practice. 
As the agency of society which is most concerned with cultural 
transmission and the preparation of the young for adulthood, the 
educational system is in the most favorable position to proffer remedies 
against racism. By virtue of its great influence on youth it may be 
rightfully seen also as having the greatest responsibility for doing 
so. 
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Goals for Culture-Based Curricula and Cultural Context Teaching: 
A Synthesis 
Allport (1958) has pointed out that although prejudice has its 
roots in £rejudgment there is a distinction which is more than semantic 
between the two concepts. 
If a person is capable of rectifying his erroneous 
judgments in the light of new evidence he is not 
prejudiced. Prejudgments become prejudice only if 
they are not reversible when exposed to new know¬ 
ledge . (Allport, 1958) 
It is this assumption -- the reversibility and hopefully the 
prevention of prejudice -- which offers the anti-racism, anti-prejudi- 
cial reason for culture-based curricula. We can assume that the "new 
evidence” which schools might provide will be reflected mostly in the 
curricular content on minority groups and on the educational goals and 
objectives which guide instruction. 
Out of the developmental and sociological perspectives presented 
in this study it is possible to formulate an exemplary goal-statement 
which addresses the requirements of the minority student as an indi¬ 
vidual, his needs as a member of an ethnic group in dynamic inter¬ 
action with other groups, and the needs of the general society in 
which he/she lives. 
In the context of the foregoing that goal may be stated as being 
the development and maintenance in the child of the ability (cognitive 
skills), and the willingness (positive feelings of self), to enable 
him/her to: 
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. Understand and appreciate his/her history and 
heritage. 
. Value the worth of his/her ethnic group in 
his/her community and in the larger national 
and international communities. 
. Understand him/herself and value his/her own 
personal worth and dignity as a functioning 
member of the society in which he/she lives, 
i.e., to have confidence in him/herself. 
. Allow him/herself the opportunity of choice 
in the acquisition and expression of cultural 
values and practices basing his/her decisions 
on knowledge and understanding of cultural 
options which are available and on his/her 
own self-determined needs and preferences. 
. Have familiarity with and appreciate the 
history and culture of other oppressed 
minorities and work towards removing 
barriers to advancement of his own and 
other groups. 
. Understand the need for respecting cultural 
differences with an awareness of how race, 
environment, ethnicity and social class shape 
the behavior of those around him. 
. Develop a familiarity with and an appreciation 
for cultural diversity and participate actively 
in propagating the concept of cultural pluralism. 
A body of curricular content which will give instructional sub¬ 
stance to these goals is clearly called for. As we have demonstrated 
in previous chapters, cultural content cannot be drawn from anthropolog 
ical/sociological studies which purport to describe the culture of an 
entire minority group; Chicano, Black, American Indian, Puerto Rican, 
formulating these goals I am indebted to a similar 
effort undertaken at the Dayton (Ohio) Community School Council under 
the direction of Dr. Arthur E. Thomas. Parts of the goal statement 
are adaptations of that work which was directed at objectifying a 
"Profile of the New Black Student." See Community School Council (1971). 
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etc. A definitive conclusion of this study is that the "content" of 
culture must be determined in accordance with the individual and 
societal needs for adequate development and socialization. In its 
most basic form the issue is one of personal and societal perceptions 
v;hich will engender behavior which is productive, adaptive, and coping. 
As Cardenas and Cardenas (1973) have pointed out in their "Theory of 
Incompatibilities" in order for schools to become compatible with the 
needs of minority students it is essential that there be a positive 
gamut of perceptions between all of the participants involved in the 
schooling process, e.g., 
. the child of him/herself 
. the school of the child 
. the parents of the school and the child 
The total range of positive self-others perceptions may be illus¬ 
trated by the following grid 
the child of 
the child's ethnic group of 
the school of 
the society of 
wherein all points of intersection indicate a focal point of percep¬ 
tions which influence the behavior and expectations of one or more 
parties. From a curricular content perspective it becomes essential 
that adequate and factual information be provided with which the child 
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can apply new knowledge” to avoid or reverse a prejudgment which he/ 
she may have made at any one of these points or which may have been 
made about him. The same obviously is true of the other participants 
although admittedly, the curricular content of the elementary school 
19 
may affect them to a lesser degree. 
l^This highlights again the need for a broader approach which 
reaches the other participants and institutions involved in schooling 
such as teacher training colleges, state education agencies, legisla¬ 
tures, etc. 
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A New Look at Culture 
Having determined that a culture or ethnic identity system is an 
integral part of the child's developmental and social frame of reference, 
and that it plays an important role in facilitating learning, it becomes 
necessary to re-examine the concept of culture in that light and relate 
its elements to the goals which have evolved in the study. 
By reviewing the multiple "arenas" in which a child develops as a 
cultural being and grouping specific value and practice patterns within 
these, the panorama of content for cultural context teaching and culture- 
based curricula emerges as depicted in Figures 4a to 4f.^^ 
In the design of this schema of culture I have followed the 
pattern set by Inkeles (1958, 1959, 1963, 1966), in his development of 
an accounting scheme for personality study. The obvious parallels be¬ 
tween his scheme and mine are of more than passing interest. Indeed 
even a cursory comparison of the two is remindful of Spiro's (1951, 1953, 
1961a, 1961b) admonition that studies of culture and personality are 
inseparable and perhaps should be considered as one and the same thing. 
Inkeles' Accounting Scheme for Personality Study 
Psychomotor System 
Temperament 
Aptitude 
Skills 
Motivational System 
Relational System 
Idea System 
Information 
Opinions and Attitudes 
Values 
Values 
Motives and Needs 
Orientation to Authority Figures 
Orientation to Intimates and Peers 
Orientation to Collectivities 
Modes of Functioning 
Self System 
Conceptions of Self 
Modes of Defense 
Modes of Moral Functioning 
Cognitive Modes 
Affective Modes 
Conative Modes 
Figure 4a 
Cultural category; The "formal” culture — 
"...products of artistic endeavor, achievements of intel¬ 
lectual and artistic genius, deeds of heroic valor and 
concepts of lofty spirit modes of significant thought, 
racial or ethnic vigor..." 
Sources of curricular content; Areas of the child's history 
heritage and contemporary ethnic experience which have to 
do with: 
. literary landmarks 
. the contents of museums 
. music of ancestral group(s) 
. art 
. dance 
. holidays and parades 
The categories of "formal" and "deep" culture are 
adapted from Nelson Brooks, "Culture and Language 
Instruction," (1966). 
Figure 4b 
Cultural category; The "deep" culture -- 
"the thoughts and actions, the concerns and hopes and 
worries, the personal values, the minor vanities and 
the half-serious superstitions, the subtle gradations 
of interpersonal relationships as expressed in actions 
and words, the day-by-day details of life as it is lived" 
by the group today or as it was lived in previous genera¬ 
tions . 
Sources of curricular content; Areas of the child's 
history, heritage and/or contemporary ethnic experience 
which have to do with; 
. family ties and relationships 
. friendships 
. pride and self respect 
. dictates of conscience 
. milestones in personal life; 
birthdays, weddings, funerals, etc. 
Figure 4c 
Cultural ca tegory; Situational culture -- 
the life struggles, successes and failures of present 
day members of the child's ethnic group as they seek 
human fulfillment in dynamic interaction with members 
of other cultural groups with whom they co-inhabit 
the land. 
Sources of curricular content: Areas of fbp rhiiH'c 
contemporary ethnic experience and history which have 
to do with; 
• inter- and intra-group relations 
• dealing with racism 
• power; its manifestations, acquisition 
and usage 
« well known contemporary personalities 
< social change awareness and recogni¬ 
tion of work of change agents 
physical similarities and differences 
and how these affect perceptions 
diet: nutrition and the rituals that 
accompany it 
politics 
. minority group self determination 
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Figure 4d 
^Itural category: Language and communications - 
the communicative legacies of ancestral group(s) both 
for information and recreational purposes. Also, the 
idiosyncrasies of speech and nonverbal communications, 
which may differ from those of other groups enough to 
cause mis-communications, embarrassment or disapproval. 
Sources of curricular content: Areas of the child's 
history, heritage and/or contemporary ethnic experience 
which have to do with: 
. his/her preferred manner of speaking 
. origins of language and/or elements of it 
. people and place names 
. gestures or postures of: welcome or hostility, 
approval or disapproval, 
affection or anger, 
courtesy or rudeness, 
inquiry or lack of 
understanding, 
. reflections of cultural sensitivity 
to curricular lexicon 
. games and other forms of entertainment 
Figure 4e 
Cultural category; Humanistic values -- 
subtle differences in which values similar to those of 
white America may be expressed as a consequence of 
Spanish, mestizo or creole, or contemporary ethnic 
group influences . 
Sources of curricular content: Ethnic literature, 
art and music, theatre, etc., which expresses con¬ 
temporary views of the group as concerns: 
. humor 
. kindness 
. justice 
. competition 
. cooperation 
. unselfishness 
. leadership 
. etc. 
Figure 4f 
Cultural ca 
and heritage topics -- 
The men and women of yesterday; their ideas, actions, 
aspirations and accomplishments and how these bear 
on the present-day life of members of the same ethnic 
group(s) and those with whom they interact. 
Sources of curricular content: Areas nf Mip 
history and heritage which have to do with: 
• historical (political, literary, artistic, 
scholarly, etc.), personalities 
• contributions of his/her ancestry in 
evidence in contemporary American life 
• geography and its effects on history 
of ancestral groups 
• origins of proper and surnames 
o origins and development of other cross” 
cultural areas in which members of his/ 
her ethnic group participated 
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In difference to the descriptive approach to culture followed in 
most anthropological studies, the cultural categories which are suggested 
here may be more accurately described as an accounting scheme in that 
they seek to account for those elements of culture which have a direct 
bearing on child development. Thus, rather than attempting to list 
items which might characterize Chicano culture(s) what is given is an 
accounting model which (1) is based on the child's developmental needs 
and (2) which can be used to generate curricular content. By survey- 
ing a given community, school district or a school attendance zone it 
is possible through the use of this scheme of cultural categories to 
determine particular values and practices with accuracy and avoid the 
danger of over-generalization and stereotyping which has plagued other 
methods of field research. 
The process for conducting a cultural survey is itself outside of 
the scope of this study. For an exemplary attempt of this type the 
reader is referred to Gonzales' (1974) description of the design and 
administration of a Cultural Inventory Instrument. For a deeper con¬ 
ceptual treatment and an analysis of the implications of this type of 
objectivization the works of Paolo Freire (1970a, 1970b), are of par¬ 
ticular relevance. 
It should be stressed also that this model of culture and its 
recommended usage will not in and of itself produce a curriculum which 
is culturally pluralistic in its fullest sense in that it will not 
fully meet the needs of all of the students usually present in a cul¬ 
turally heterogeneous classroom. For that to occur it would be neces¬ 
sary first, that the curriculum based on Chicano culture be available 
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for study by all other groups In the same community. Likewise, a 
similar effort on behalf of all other ethnic groups represented In the 
school would be called for. The Job would be essentially one-half 
complete If a minority group learns more about Itself while other 
groups continue to form Impressions, perceptions, and behaviors based 
on a continued dirge of information about its neighbors. 
Nor IS this (or any other) conception of culture sufficient to 
ensure that the totality of interactions which constitute schooling 
will be maximally responsive to minorities. As Calrdenas and Ca'Vdenas 
(1973) have pointed out, the incompatibilities which presently exist 
between the schools and the learner are multiple, interrelated and 
interdependent. Thus, not only culture and language but also economic 
level(s), mobility (stability), and societal perceptions play important 
roles. These in turn are reflected in such school themes as philosophy, 
governance, goals and objectives, scope and sequence, staffing patterns, 
non-instructional needs and others to further complicate the picture. 
These authors have pointed out that in all there are some "sixty areas 
of incompatibility to which the institution must be sensitive." 
(Ca'rdenas and Ca'rdenas, 1973) 
Clearly in a study of this type most of these are not dealt with 
to a great depth since our objective has been limited to the develop¬ 
ment of a rationale for a particular focus on curricular content. And 
as noted in the delimitations section (Chapter I), a total and compre¬ 
hensive treatise would have to encompass the needs, resources and in¬ 
strumentalities of other constituencies of education. It would also 
have to consider the multiple impediments which inhibit the progress of 
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educational change in general and address strategies necessary to over¬ 
come these. 
CHAPTER VI 
Summary 
This study was designed as a conceptual investigation into the 
role that culturally pluralistic curricula can play in improving 
educational opportunities for students who differ culturally and lin¬ 
guistically from the majority cultural and linguistic groups in the 
U.S. From a wide variety of possible foci and perspectives it was 
decided for the sake of manageability and thoroughness to concentrate 
on one particular minority group; the Chicano, and to limit the scope 
of the study to the early years of schooling, corresponding roughly to 
the kindergarten through elementary school span. 
The general goal of the study was the development of a developmenta 1 
and sociological rationale for culture-based curricula and cultural con¬ 
text teaching. This goal was selected because although Chicano educa¬ 
tion advocates have been insistent on the notion of cultural pluralism 
in education few attempts have been made to document its pedagogical 
raison d’etre thereby weakening its potential for dissemination to and 
acceptance by the broader education community. 
Through the use of demographic data it was demonstrated that the 
numbers and percentages of Spanish speakers in the U.S. is on the in¬ 
crease. It was an assumption basic to the study that these data clearly 
point up a correspondingly increasing need for educational services 
which serve Spanish speakers with greater efficiency than has been done 
to date; a fact which has also been well documented in the research 
literature. 
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In order to develop a sound rationale it was felt necessary that 
two other objectives be included. Accordingly, the study sought to 
delineate a set of educational objectives which would provide direction 
to the documented need for culture-based curricula and cultural context 
teaching. In addition it was proposed to examine the concept of culture 
in some depth and determine how it could be better conceptualized as a 
content area of curriculum. 
A number of ordered steps were followed in conducting the study 
and reaching the above objectives. 
First, an extensive body of traditional sociological and anthro¬ 
pological literature was reviewed with a view to identifying (1) the 
most common understandings about the concept of culture with particular 
emphasis on how these relate to minority groups in the U.S. and (2) the 
reflections of these understandings in the philosophies and methodologies 
of the social sciences as regards the Chicano and his/her ethnic identity 
system. 
Secondly, a corpus of cross-disciplinary literature was reviewed 
in which clear departures from the traditional view of culture were 
noted. In this analysis an attempt was made to document alternative 
perspectives on culture and to demonstrate how these alternative con¬ 
ceptions have affected (or could affect) the design of educational 
programs for Chicano children. 
The third step undertaken was a general review of the foundations 
and principles of developmental psychology. This was done in an effort 
to ascertain the tenets of this discipline as regards the figure-ground 
relationship between individual and group ways of behaving in "develop- 
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merit"; the self-actualization or achievement of fully functioning poten¬ 
tial in adulthood. 
Two leading developmental theorists, Abraham Mas low and Erik 
Erikson, were chosen to highlight through their particular emphases -- 
personality development and motivation, and stage-theory respectively -- 
how culture may be seen as being the ground or foundation on which a 
developing child bases his learning, adaptation and coping behaviors. 
Finally, in the preceding chapter a closing exploration was con¬ 
ducted which sought to determine from a sociological perspective the 
benefits which might accrue to individual, group and society through 
the use of culture-based curricula and cultural context teaching in the 
education of minority children. In addition a set of goals for such 
schooling was synthesized from the preceding chapters and a new con¬ 
ceptualization of culture was presented which may be applied to curric¬ 
ulum design. 
A number of delimitations and assumptions were observed throughout 
the study. These served to define the parameters of the work and are 
important guideposts necessary to a full understanding and assessment 
of the conclusions of the study. Because of their length they are not 
repeated here. The reader is referred to the appropriate sections of 
the first chapter and cautioned that they should be borne in mind while 
reading the conclusions and recommendations which follow. 
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Conclusions 
The conclusions of the study fall into several categories which 
correspond to the specific objectives and action steps established at 
the onset of the investigation. Accordingly, these will be presented 
in this section in the following groupings: 
1. Conclusions regarding the treatment of the concept 
of culture in traditional sociological and anthropolog¬ 
ical literature/studies of isolable cultural groups, 
1. e., groups which are non-contiguous to mainstream 
American cultural groups. 
2. Conclusions regarding the extent to which the 
social science methodology in isolable culture 
research has been carried over to the study of 
Chicanos in the U.S. and the effects and consequences 
of this extension and application. 
3. Conclusions regarding a number of alternative 
approaches to the study of the nature and effects of 
enculturation and acculturation. 
4. Conclusions regarding the range of effects which 
the different views of culture have on educational 
program philosophies and designs. 
5. Conclusions regarding the probability that culture 
(ethnic identity system), may be a critical referent 
in development. 
6. Conclusions regarding the sociological need for 
culture-based curricula. 
The final part of the conclusions section will consist of the 
unification of the stated purposes of the study and the conclusions 
which have emerged in each section in order to document in summary 
fashion the rationale under study. 
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Culture in the sociological and anthropological literature. In 
reviewing the literature of sociology and anthropology which deals with 
the concept of culture it was found that a number of different emphases 
have been placed on the concept depending on the perspective of the 
particular branch of the social sciences which the researcher represented. 
It was found that most definitions of the concept adhered to one or more 
of six major categories outlined by Kroeber and Kluckhohn in their defi- 
ulbive study, The Concept of Culture (1952). In this study the major 
definitions of culture were categorized as being (1) enumeratively 
descriptive, (2) historically oriented, (3) normative, (4) psychologically 
oriented, (5) structurally oriented and (6) genetic. Most statements 
of definition which were reviewed appeared to differ very little from 
the first definition which appeared in 1871 (Tylor, 1924), and which 
held simply that; 
(Culture is) that complex whole which includes 
knowledge, law, belief, art, custom and any other 
capabilities and habits acquired by a man as 
member of society. 
The major differences which were found had to do with the degree to 
which the definitions were explicity comprehensive. Subtle differences 
in meaning were also found which appeared to be due to the different 
disciplines' perspectives. In all cases it was found also that the 
attempts at defining culture were all based on an empirical philosophy 
or orientation which was identified as being "organic" in nature and 
which has its foundation in Aristotelean thought. In addition, most if 
not all of the definitions were found to be based on the assumption of 
separability between the individual and his patterns of behavior as 
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objects of study. This resulted in attempts to define the concept 
outside of other factors such as personality; i.e., as an extrinsic 
factor of the individual's life. The studies were also found to be 
orientated towards prediction and collectivity and the treatment of 
culture as a phenomenon having its base in group behaviors and by im¬ 
plication in group rather than individual needs. 
In the course of the review it also became apparent that these 
studies have been for the most part directed at isolable cultures; 
cultural groups which are not contiguous to mainstream American cul¬ 
tural groups. An examination of important journals in the field also 
revealed that with the exception of studies on American Indian groups, 
most studies dealt with cultures outside of the continental U.S. This 
fact lead to the suspicion that the conception of culture as used by 
the social sciences is as yet untested in terms of its applicability 
and utility to the study of minority groups in the U.S. which are in 
dynamic interaction with each other and therefore not discrete or 
isolable. 
2. Anthropological perspectives on the Chicano. A brief review 
of sociological/anthropological studies on the Chicano however, reveals 
that for the most part the concept of culture has been applied in the 
same way to this group as it has in the study of non-contiguous cultures. 
The resultant categorizations of Chicano culture(s) have bordered on 
stereotypes and misleading generalizations, and even in their format 
are similar to those listings emerging from the study of Polynesian, 
African or South American Indian tribes. Another important aspect of 
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traditional culture study conducted on the Mexican American has been the 
use of White Anglo Saxon Protestant culture(s) as points of reference 
or baselines to which Chicano and other minority cultures are compared. 
The result has been that invariably minority cultures are found to be 
deficient when in reality they may be merely different. In the case 
of the Chicano the problem is further complicated by the utilization 
of a linear model of acculturation which holds that Chicano culture is 
a marginal culture which is neither wholly Mexican nor wholly American. 
According to this view the Chicano culture is a form of Mexican culture 
which is in the process of transition to being an American culture and 
regardless of the point of transition at which it may be portrayed, 
it is nearly always found wanting from the perspective of either pole. 
In summary, the traditional concept of culture as used in the 
social sciences was found to be unworkable because of its tendency to 
(1) suggest cultural homogeneity when in reality great pluralism and 
diversity exists among Chicanos, (2) it does not ascribe the differences 
to historical antecedents but to a supposed trauma of acculturation, 
and (3) it assumes WASP culture to be normative. 
Three important educational principles which have grown out of 
such studies were identified; 
1. The belief in differentiated racial psychology 
which attributes inherently inferior intellectual 
status to Chicanos. 
2. The belief that language differences explain the 
lack of school success of Chicano children. 
3. The belief that "cultural deprivation" -- lack of 
books in the home, lack of stimulating conversa¬ 
tion, lack of exposure to classical music, etc., 
underlies the slow educational progress of the 
minority child. 
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3• Alternative conceptualizations of the effects of enculturatlon/ 
acculturation. Although the predominant theory of the nature and effect 
of culture is that found in traditional anthropological literature, 
there are at least three other schools of thought on the issue of 
cultural influences on school and social performance and adaptability. 
These are in turn based on alternative conceptualizations of the nature 
of enculturation. 
There is a group of writers who hold that the effects of cultural 
differences per se are minimal and that socio-economic differences are 
more influential in determining school behavior. These authors while 
not embracing the "culture of poverty" view which is an element of the 
social pathologists, do allow for the effects of a poverty upbringing 
prior to school entry. According to Casavantes (1969), for example, 
the following generalizations can be made about the majority of Mexican 
Americans although most certainly not all; 
1. The majority of Chicanos have come, or have 
parents who have come from Mexico in search 
of a higher standard of living, and 
2. Between 30 and 40 percent of Chicano families 
earn less than $3,000 per year, and thus may 
be said to be living in poverty. 
Similarly, the work of Mercer (1972), concludes that there are 
five modalities tending towards middle-class Anglo lifestyle which have 
the greatest influence in IQ test performance of Black and Chicano child 
ren. The following five modalities are identified by Mercer as being 
the chief determinants of normal IQ test performance: 
1. Children come from uncrowded (less than 1.4) 
persons per room. 
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2. Children had fathers who were reared in an 
urban environment (over 10,000 population), 
and who had a ninth grade education or more. 
3. They live in a home which speaks English 
all or most of the time. 
4. They are members of a family which owns or 
is buying a home. 
5. They have mothers who expect their children 
to have at least some college education. 
The unresolved question posed by the work of these researchers 
remains whether the area(s) of intervention should be the child, the 
society, or the socio-economic inequities. Carter (1970b) has suggested 
that whereas the deficit model argues changing the child only educa¬ 
tion would be better served if societal and institutional change were 
also included in the change strategies. 
Yet another school of thought holds that the cultural differences 
which exist should be seen as being benign, i.e., not detrimental to 
the child, and that the differences inhibit learning only when they 
result in incompatibilities which are not reconciled by the educational 
system. This view, in difference to the preceding one, clearly suggests 
that the changes should be effected on the institutions and the society 
rather than on the child him/herself. 
Promoting this view, Romano (1973c) points out that the cultural 
"survival" -- not melting into the melting pot -- of a group living in 
juxtaposition to another and dominant culture has many parallels in 
history as well as in the contemporary world. According to Romano, 
the Chicano culture(s) should be seen as (1) being historically based 
and (2) not unique as a cultural phenomenon, thereby resulting in an 
I 
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acceptance of the Chicano culture(s) as entities onto themselves rather 
than altered versions of either the Mexican or American cultures. 
In a similar vein Stephen and Joan Baratz (1970) have applied the 
benign cultural differences model to the education of Black children 
and suggest that the curriculum and teaching strategies should be 
geared to what the child's culture has already taught him to heed and 
relate to fruitfully. 
The research of Ramfrez (1972), Lesser (1965), Kagan and Madsen 
(1971), and others point up a new and intriguing line of inquiry which 
as yet has not resulted in any wide applications in school programs. 
These researchers suggest that there are culturally induced differences 
in the way that minority group children relate, communicate, solve 
problems, evaluate situations, and in the way in which they are moti¬ 
vated to incentive. These findings acquire particular significance in 
light of Di Stephano's (1970) conclusions that typically, American 
schools are characterized by teaching/learning strategies which are 
the polar opposites of those which have been identified as being 
typical of young Chicano children. 
The fourth view which was identified has been labeled bicultura- 
tion and is represented by the work of Charles Valentine (1963, 1971) 
(studies of Black enculturation/acculturation), and a number of other 
researchers who have worked primarily with American Indian groups. The 
basic premise in these works is that minority persons in the U.S. are 
essentially bicultural by virtue of their living environments and 
their contact with the majority white culture(s) although in practice 
and situationally, they may demonstrate behaviors which favor one or 
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the other culture at any given time. In essence this view holds that 
people living in a dual-cultured environment regularly go through a 
process which might be termed biculturation rather than enculturation 
or acculturation; the simultaneous enculturation and socialization 
into two different ways of life. This view was found in the litera¬ 
ture to bear different designations: alternation model, matrix model 
or non-linear acculturation model. 
The results of an ethnography study project in Houston (Goodman 
and Beman, 1968), were also reviewed. These revealed that the blending 
of cultural influences supported by a strong identification with the 
mother culture had no deleterious effects on the development and learn¬ 
ing of Chicano children, and were even seen to be positive in some 
respects. 
4, Alternative conceptions of culture and implications for 
education. Because of its longer tenure, the social pathology model 
has had the most direct and visible influence on minority group educa¬ 
tion. Its proponents had a strong voice in the design of Title I, 
ESEA legislation and the multiplicity of school programs spawned by 
its resources. An example of one of the better known (reading) programs 
is DISTAR, the brainchild of Carl Bereiter and Siegfried Englemann 
which is based on the belief that the dialect of lower-class Black 
children is primarily an emotional form of expression which lacks the 
facility for logical thought. (Bereiter, 1965, 1966a, 1966b; 
Engelmenn, 1970) The citation by Geneva Gay included in Chapter I 
summarizes the salient features of this and similar approaches. 
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Among the three other schools of thought which were found, there 
is considerable overlap in the education practices and strategies which 
could be based on them. The strongest bond between them is the virulent 
condemnation of the "deficit model". None of them however, have 
succeeded in gaining a wide-enough acceptance to test out their 
21 
assumptions on a large scale. 
Essentially, their effects or potential contributions to educa¬ 
tional planning are those summarized on the following page. (Figure 5) 
5. The role of culture in development and school performance. In 
documenting the developmental portion of the rationale of this study, 
it was found that the greatest deficiency in the contribution that the 
social sciences can make to educational program design probably lies 
in the inattention which those studies have paid to the concept of 
culture as an intrinsic motivation and reference feature in human 
growth and development. As previously pointed out this is probably 
due to the tendency of making and maintaining dichotomies between the 
work of the different academic disciplines. Thus, culture as a function 
of personality, or vice-versa, has been almost entirely neglected. In 
this regard the work of Spiro (1951, 1953, 1961a, 1961b), is of more 
than passing interest. This author maintains that studies of culture 
and personality should not be undertaken separately since they may in 
fgct be dealing with one and the same thing. 
21, -^A notable exception was the Edgewood School District In San 
Antonio which under the superintendency of Jose A. Cardenas gained na¬ 
tional recognition for an eclectic but full-scale attempt at remedying 
school-learner incompatibilities. See Cardenas (1974) for a ^eacrip lo 
of the conceptual framework on which this work was based and the 
which It is presently having on a number of agencies active in promoting 
equal educational opportunities. 
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For purposes of this study von Mering's suggestion (1972) that 
human development cannot take place independent of a continuous 
figure-ground relationship between individual and group ways of be¬ 
having," was used as a point of departure. Subsequently, an analysis 
was made of the characteristics of a developing organism as posed by 
Anderson (1957). These characteristics were found to be openness, 
activation, growth, selection, learning, mechanization, cumulation, 
emergence and symbolization. VHien these characteristics were juxta¬ 
posed with the different hypotheses which seek to explain the relation¬ 
ship between psychic variables on the one hand and socio-cultural 
variables on the other, it was found that none of the four prevalent 
hypotheses (Chapter III), adequately explain the relationship when it 
is placed in a developmental context. Only in J. Bruner (1951), L. 
Posten (1951), and Spiro (1951, 1953, 1961a, 1961b), was there an 
approximation to the thesis of this study. These writers proposed the 
concept of culture-based "hypotheses" or frames of reference for learn¬ 
ing and development. 
A review of six major developmental theories as contained in 
Baldwin (1967), was conducted with the result being the identification 
of a number of clear areas of agreement between all of the theorists. 
The most significant feature of these common areas of agreement was 
that in some way they all speak to the need for adequate development 
of an effectively coping personality, a reliant ego and/or a healthy 
concept of self. All of these of course, are related to self-other 
perceptions of the child, his ethnic group, the society in general and 
the institutions which purport to serve him/her. 
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The study then focused on tv70 leading developmental theorists, 
Abraham Maslow and Erik Erikson to examine in greater detail the 
specific components of developmental theory and relate them to self- 
other perceptions and the role of culture therein. Through the use of 
Maslow's heirarchy of human needs and Erikson's epigenetic stage theory 
an attempt was made to address the following questions: 
1. What role(s) do(es) culture play in 
meeting basic human needs in stages one 
through four of Erikson's theory? 
2. How do the demands of acculturation 
influence the satisfaction of these needs 
and therefore the successful negotiation 
of the epigenetic stages? 
3. What role do the schools presently play 
in the above and how can the curricula be 
best structured to provide supporting me¬ 
chanisms to the culturally atypical learner 
in this context? 
This analysis yielded a clear indication that the pressures of 
acculturation -- learning to identify with and integrate into a culture 
different from that of the home -- causes the minority child to feel 
that his basic human needs are not being met thus stymieing the epigenetic 
process of development suggested by Erikson. Thus, the concept of 
culture-based curricula and cultural context teaching emerged not only 
as a viable practice but in fact an imperative one if the developmental 
needs of the child are to be met effectively within the school environ¬ 
ment . 
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^• Culture-based curricula and cultural context teaching from a 
societal perspective. An examination of the societal bases of racism 
revealed that two sets of determinants influence the development of 
racist behavior. One is the individual's need for stability and identity 
coupled with the status of his primary groups in relation to other 
groups. The second is an unchecked ethnocentrism which evolves at 
least in part out of prejudgments on the beauty, virtue and merit of 
ethnic identity systems other than his/her own. The two are linked 
in that in a society which values logical and rational thought, there 
exists and opportunity to reverse or prevent prejudice through the 
presentation and assimilation of factual information regarding minority 
groups. This can be best accomplished by early intervention in the 
schooling of majority children through the vehicle of school curricula 
which are culturally pluralistic. 
This fact offers a clear sociological rationale for culture-based 
curricula and cultural context teaching for majority group children. 
In addition it was found that a related rationale consists of assisting 
the minority child to resist the deleterious psychological effects of 
ethnocentric (or ethno-imperialistic) school curricula. Two strong 
hypotheses emerged from the investigation in this regard. 
(1) That a minority child is psychologically 
strengthened when he/she is allowed to be 
enculturated and socialized and acquire a 
strong ethnocentric foundation in one culture, 
i.e., without the simultaneous pressures of 
acculturation. 
(2) That early school experiences which offer 
socio-cultural continuity to pre-school develop¬ 
ment assist in this process of ego-building. 
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S^ummary of the rationale for culture-based curricula and cultural 
context teaching. In sununary, culture-based curricula was found to 
have a strong developmental and sociological rationale. 
Developmentally, it was concluded that a child requires a cultural 
or ethnic-based set of referents on which to build and base learnings 
and growth. The identity system which he/she brings to school is so 
much a part of his/her s^ that to deny it by excluding it from the 
curricula is a gross injustice. 
In essence, a denial or inattention to a child's culture consti¬ 
tutes a denial of his/her primary system of self-other referents which 
has been influenced by group values and practices and in turn has 
shaped his/her personality and motivation. 
From a sociological perspective culture-based curricula and 
cultural context teaching are necessary in that they; 
(1) assist the majority group child in reducing, 
reversing or preventing ethno-imperialistic be¬ 
havior , 
(2) assist the minority group member -- particularly the 
young child -- in fending off the most serious 
effects of the ethno-imperialistic behavior of 
those around him. 
This perception facilitated the conceptualization of a goal for 
culture-based curricula and cultural context teaching based on indi¬ 
vidual, group, and societal needs. The multi-faceted goal thus identi¬ 
fied was; the development and maintenance in the child of the ability 
(cognitive skills), and the willingness (affective positive feelings 
of self), to enable him/her to; 
. Understand and appreciate his/her history and 
heritage. 
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. Value the worth of his/her ethnic group in 
his/her community and in the larger national 
and international communities. 
. Understand him/herself and value his/her own 
personal worth and dignity as a functioning 
member of the society in which he/she lives, 
i.e., to have confidence in him/herself. 
. Allow him/herself the opportunity of choice 
in the acquisition and expression of cultural 
values and practices basing his/her decisions 
on knowledge and understanding of cultural 
options which are available and on his/her 
own self-determined needs and preferences. 
. Have familiarity with and appreciate the 
history and culture of other oppressed 
minorities and work towards removing 
barriers to advancement of his/her own 
and other groups. 
. Understand the need for respecting cultural 
differences with an awareness of how race, 
environment, ethnicity and social class shape 
the behavior of those around him. 
. Develop a familiarity with and an appreciation 
for cultural diversity and participate actively 
in propagating the concept of cultural pluralism. 
The juxtaposition of the related conclusions also served to clarify 
a conception of culture which can be readily applied to curriculum 
design; 
Culture is that interrelated and interdependent complex 
of object-group-self-others referents which a child 
employs in the formulation of hypotheses for reality 
testing. Some of these referents are transmitted from 
previous generations while others develop in the dynamics 
of interaction with other groups in the child's life 
which come in contact with other members of his/her 
family. Culture is moreover, an intrinsic part of a 
person's personality. The configuration of its elements 
can therefore be best determined by surveying the per¬ 
ceptions of those individuals who have been closest to 
the child (physically, emotionally, and symbolically), 
since his/her birth. 
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In selecting culture content for school curricula a number of 
aspects of the concept can be subsumed under these general categories; 
The—formal" culture -- "products of artistic endeavor, 
achievements of intellectual and artistic genuis, deeds, 
of heroic valor and concepts of lofty spirit ... modes 
of significant thought... racial or ethnic vigor..." 
The "deep" culture -- "the thoughts and actions, the 
concerns and hopes and worries, the personal values, 
the minor vanities and the half-serious superstitions, 
the subtle gradations of interpersonal relationships 
as expressed in actions and words, the day-to-day de¬ 
tails of life as it is lived" by the group today or 
as it was lived in previous generation. 
Situational culture -- the life struggles, successes 
and failures of the person's ethnic group as they 
seek human fulfillment in dynamic interaction with 
members of other cultural groups with whom they co¬ 
inhabit the land. 
Language and communications -- the communicative leg- 
acies of ancestral group(s) both for information and 
recreational purposes. Also, the idiosyncrasies of 
speech and nonverbal communications, which may differ 
from those of other groups enough to cause mis- 
communications, embarrassment or disapproval. 
Humanistic values -- subtle differences in which 
values similar to those of white America may be 
expressed as a consequence of Spanish, mestizo, 
creole, or contemporary ethnic group influences. 
Miscellaneous historical and heritage areas -- 
The men and women of yesterday; their ideas, actions, 
aspirations and accomplishments and how these bear 
on the present-day life of members of the same 
ethnic group(s) and those with whom they interact. 
Although the exact process of identification constitutes another 
conglomerate of strategies outside the scope of this study, it is clear 
that its specifications, philosophies and methodologies must be based 
on an assumption of the identified needs of the the child rather than 
on collectivity needs as other studies have suggested. 
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Recommendations 
The various objectives and processes outlined above constituted 
the study proper. In the pursuit of these however, a number of points 
were raised or noted as being somewhat tangential to the body of the 
work but which nevertheless, have far-reaching implications to the 
education of Chicanos, A brief summary of these in the form of rec¬ 
ommendations for future study and research is indicated here. No par¬ 
ticular order or priority is intended by the sequence in which they 
are listed since they are equally important to a full and effective 
program of educational opportunities. 
1. Insufficient research exists on the nature, cause and effects of 
racism. Given its acknowledged role in the functioning of American 
society it is imperative that a clearer understanding of this insidious 
practice be more fully documented. This study pointed to the advis¬ 
ability of broadening such studies to include groups other than Black 
Americans since it was found that although race (color) is an important 
factor, the variables of language and culture offer an opportunity for 
a clearer definition of the issues, symbols and indicators of racism. 
In addition, the theoretical constructs suggested in the study as 
possible causes of racism should be examined more fully and defined as 
possible objects of hard-data research. 
Greater and more intensive study is also called for regarding the 
concept of enthocentrism. As noted in the study this phenomenon begins 
by being a necessary ingredient in early development. In adulthood 
however, it sometimes degenerates into ethno-imperialism, a concept 
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closely akin to racism. Clearly there is a need to examine this 
necessary evil" and ascertain more accurately both its negative and 
positive aspects. 
2. The concept of hidden curricula" also requires greater study and 
investigation. A closer analysis is needed to expose the value, per¬ 
ceptual, relational, problem solving, communicative, and evaluative 
styles being promoted by the schools and comparing these to those of 
cross-sections of student populations. Important research reviewed in 
this study suggests that serious incompatibilities may exist which 
could cause irreparable damage to large numbers of culturally atypical 
children if allowed to continue. 
3. A comprehensive philosophy of culturally pluralistic education 
should be actively pursued and articulated to the widest possible 
audiences. As noted in this study this will only be possible through 
a fuller examination of all of the "client groups" of education and 
the perspectives which they represent. It is hoped that the contextual 
rationale offered here may serve as a point of departure for more ad¬ 
vanced research and exploration in this area. 
Equally important is an analysis of the social and institutional 
forces which may be expected to militate against pluralism. Therefore 
adequate planning for change strategies through which these may be 
overcome is also required. 
4. Methodologically, the study also suggests a careful look at the 
"objectivity" of present-day social science research and the attendant 
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approach of separating out thematic strands of human phenomena for dis¬ 
crete study. Indications are that the effectiveness of this approach 
is greatly diminished by its lack of attention to the interdependency 
and interrelatedness of broad concepts such as racism and culture both 
in the practitioner of them as well as in those whom he/she influences 
Additionally it appears that the complexities of modern 
life may require a more holistic approach to phenomena which are woven 
into the fabric of life and may not be safely extricated from there 
to be made into isolable subjects of study. Stated in simplest terms: 
the study of different threads and fibers may not be as fruitful as 
the study of the fabrics which these strands produce. To this end 
more and better conceptual studies must be encouraged. Only in this 
way will theory construction yeild the themes for theory-based research 
of the quality which are needed. As one writer has noted: 
The successful pursuance of the scientific method, 
whether it be in the social sciences or in nuclear 
physics, is based as much on a useful conceptualiza¬ 
tion of the phenomenon under study as on the sophis¬ 
tication of the observational techniques utilized. 
A sterile theory yields sterile research, and a 
lack of conceptualization results in either produc¬ 
tive findings or a basis for theory construction 
only by chance. (Goslin, 1965) 
In this vein the attitude and practice of perceiving culture as a 
system extrinsic to the individual's personality and motivation patterns 
is decidely questionable. Anthropology and its sister disciplines are 
in dire need of alternative conceptualizations of the concept of cul¬ 
ture and of methodologies for its study. A number of researchers 
reviewed in this study have proposed such alternative perspectives. 
Interestingly, these are not of recent vintage but date back nearly 
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two decades. The degree of inattention to these suggestions appears 
to belie an inflexibility and lack of academic adaptability which are 
contrary to all notions of research and the need to pursue new know¬ 
ledge. It is a recommendation of this study that subsequent studies 
endeavor to discover other exponents of alternative hypotheses and 
bring them to the attention of other colleagues and students for active 
debate of their relative merits and hopefully for the stimulation of 
hard-data research. 
The alternative conceptualizations of acculturation, enculturation 
and socialization presented in this study have also been sufficiently 
well articulated to merit serious study and research. It is strongly 
recommended that they be subjected to a more rigorous critique and 
analysis for within them may lie important clues to understanding the 
dynamics of adjustment of minority groups to American life and vice 
versa. 
5. The "Theory of Incompatibilities" suggested by Cardenas and Cardenas 
(1973) embodies a wider and more comprehensive view of the problems of 
equal educational opportunity for minorities than was presented in this 
study. Accordingly, a careful assessment of that theory and a unified 
and comprehensive research program based on its recommendations should 
be carried out without hesitation. 
From the perspective of this study the current thrust for bilingual 
education emerges as a weak, inefficient and potentially dangerous 
tokenistic effort at remediation and compensatory education; a direc¬ 
tion which has already been proven to be ill-conceived and unfruitful. 
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Current literature and research indicate the need for a careful examina¬ 
tion of the state of the art" and an expeditious re-adjustment of its 
focus in order to increase the likelihood of bringing about greater 
compatibility betv/een learners and schools while at the same time 
assisting in improving attitudes, societal conditions and an equaliza¬ 
tion of educational opportunities. Bilingual education measures 
presently being considered in many state legislatures for example, 
could be greatly enhanced through the inclusion of these added areas 
of compatibility; societal perceptions, mobility, poverty, and cul¬ 
ture alongside with the linguistic remedies already being proposed. 
6. Processes for determining the specific cultural content for culture- 
based curricula in a given community or school population are also 
needed. Workable models for this should be vigourously encouraged 
and followed by a rigorous field-testing of the suggestions of this 
study within such models of applied research. 
7. Finally, an attentive eye should be kept on the diversity and 
heterogeneity which characterizes immigrant and minority groups in the 
U.S. as well as their increasing numbers and percentages. During the 
late 1970's and beyond any sociological study of American life which 
does not consider the implications of these will be significantly 
weakened. Agencies and institutions should encourage research on 
minority groups (preferably by minority researchers), even when such 
groups may not be a vociferous and immediate constituency at the present 
time for in all probability they will become so in the years to come 
as all statistics seem to indicate. 
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APPENDIX I 
Approximate Population Totals: August, 1973^Spanish Speakers 
in the Western Hemisphere Compared to Non-Hispanic 
Population of the U. S. and Canada 
(in millions) 
Estimated population of United States 
Estimated population of Canada 
SUB-TOTAL 
210.3 
22.5 
232.8 
Estimated Spanish Speaking population in U. S. 
SUB-TOTAL - Non-Hispanic U. S. and Canada 
-12.5 
220.3 
Estimated population of 18 Spanish Speaking 
countries and Puerto Rico 194.6 
Spanish-Speaking population of the U. S. 12.5 
APPROXIMATE TOTAL - Spanish 
speakers in the Western Hemisphere 207.1 
APPROXIMATE DIFFERENCE - between Spanish Speakers 
and English Speakers in Western Hemisphere in 1973* 13.2 
Source: Population Reference Bureau, Inc., 1973 World Population 
Data Sheet, (Washington, D. C.: Population Reference 
Bureau, Inc., August, 1973). 
*Differences in 1971 and 1972 were 21,900,000 and 19,000,000 
respectively. 
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APPENDIX II 
Population and Growth Rates of the Largest Spanish-Speaking 
Countries of the Western Hemisphere and 
Spanish-Speaking Population of 
The United States 
(in millions) 
Country 1973 Population Growth Rate 
Mexico 56.2 3.37o 
Argentina 25.3 1.5 
Columbia 23.7 3.4 
Peru 14.9 3.1 
United States 12.5* N/A 
Venezuela 11.9 3.4 
Chile 10.4 1.7 
Cuba 8.9 1.9 
Ecuador 6.7 3.4 
Guatemala 5.6 2.6 
Source: Population Reference Bureau, Inc., 1973 World Population 
Data Sheet. (Washington, D. C.: Population Reference 
Bureau, Inc., August, 1973). 
^Commonly used estimate of knowledgable observers. 
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APPENDIX III 
"No One Model American" 
A Statement on Multicultural Education 
Multicultural education is education which values cultural 
pluralism. Multicultural education rejects the view that schools 
should seek to melt away cultural differences or the view that schools 
should merely tolerate cultural pluralism. Instead, multicultural 
education affirms that schools should be oriented toward the cultural 
enrichment of all children and youth through programs rooted to the 
preservation and extension of cultural alternatives. Multicultural 
education recognizes cultural diversity as a fact of life in American 
society, and it affirms that this cultural diversity is a valuable 
resource that should be preserved and extended. It affirms that major 
education institutions should strive to preserve and enhance cultural 
pluralism. 
To endorse cultural pluralism is to endorse the principle that 
there is no one model American. To endorse cultural pluralism is to 
understand and appreciate the differences that exist among the nation's 
citizens. It is to see these differences as a positive force in the 
continuing development of a society which professes a wholesome respect 
for the intrinsic worth of every individual. Cultural pluralism is 
more than a temporary accommodation to placate racial and ethnic 
minorities. It is a concept that aims toward a heightened sense of 
being and of wholeness of the entire society based on the unique 
strengths of each of its parts. 
Cultural pluralism rejects both assimilation and separatism as 
ultimate goals. The positive elements of a culturally pluralistic 
society will be realized only if there is a healthy interaction among 
the diverse groups which comprise the nation's citizenry. Such 
interaction enables all to share in the richness of America's multi¬ 
cultural heritage. Such interaction provides a means for coping with 
intercultural tensions that are natural and cannot be avoided in a 
growing, dynamic society. To accept cultural pluralism is to recognize 
that no group lives in a vacuum - that each group exists as part of an 
interrelated whole. 
If cultural pluralism is so basic a quality of our culture, it 
must become an integral part of the educational process at every level. 
Education for cultural pluralism includes four major thrusts: (1) the 
teaching of values which support cultural diversity and individual 
uniqueness; (2) the encouragement of the qualitative expansion of 
existing ethnic cultures and their incorporation into the mainstream 
of American socio-economic and political life; (3) the life styles, 
and (4) the encouragement of multiculturalism, multilingualism, and 
multidialectism. While schools must insure that all students are 
20A 
assisted in developing their skills to function effectively in society, 
such a commitment should not imply or permit the denigration of cul¬ 
tural differences. 
Educational institutions play a major role in shaping the attitudes 
and beliefs of the nation's youth. These institutions bear the heavy 
task of preparing each generation to assume the rights and responsibili¬ 
ties of adult life. In helping the transition to a society that values 
cultural pluralism, educational institutions must provide leadership 
for the development of individual commitment to a social system where 
individual worth and dignity are fundamental tenets. This provision 
means that schools and colleges must assure that their total educational 
process and educational content reflect a commitment to cultural 
pluralism. In addition, special emphasis programs must be provided 
where all students are helped to understand that being different connotes 
neither superiority nor inferiority; programs where students of various 
social and ethnic backgrounds may learn freely from one another; pro¬ 
grams that help different minority students understand who they are, 
where they are going, and how they can make their contribution to the 
society in which they live. 
Colleges and universities engaged in the preparation of teachers 
have a central role in the positive development of our culturally 
pluralistic society. If cultural pluralism is to become an integral 
part of the educational process, teachers and personnel must be pre¬ 
pared in an environment where the commitment to multicultural education 
is evident. Evidence of this commitment includes such factors as a 
faculty and staff of multiethnic and multiracial character, a student 
body that is representative of the culturally diverse nature of the 
community being served, and a culturally pluralistic curriculum that 
accurately represents the diverse multicultural nature of American 
society. 
Multicultural education programs for teachers are more than 
special courses or special learning experiences grafted onto the 
standard program. The commitment to cultural pluralism must permeate 
all areas of the educational experience provided for prospective 
teachers. 
Multicultural education reaches beyond awareness and understanding 
of cultural differences. More important than the acceptance and support 
of these differences is the recognition of the right of these different 
cultures to exist. The goal of cultural pluralism can be achieved 
only if there is full recognition of cultural differences and an 
effective educational program that makes cultural equality real and 
meaningful. The attainment of this goal will bring a richness and 
quality of life that would be a long step toward realizing the democratic 
ideals so nobly proclaimed by the founding fathers of this nation. 
(Prepared by the American Association of Colleges for Teacher Education, 
Commission on Multicultural Education and adopted by the AACTE Board of 
Directors, November, 1972) 

